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O objetivo da presente dissertação é discutir em que 
medida os conceitos pedagógicos de Barnes podem ser aplicados 
ao ensino de línguas, especificamente Inglês, neste estudo de 
caso.
Inicialmente apresentamos as idéias de Barnes sobre co 
mo os alunos usam a linguagem verbal no decorrer de sua apren 
dizagem, ao mesmo tempo em que discutimos a dependência de 
tal processo em relação aos padrões de comunicação estabeleci 
dos pelos professores em suas aulas.
Ainda neste capítulo relacionamos o que em nossa opin^ 
ão, é comum a Barnes e às teorias mais recentes no ensino de 
línguas.
A segunda parte do estudoé dedicada aó planejamento e 
execução de uma experiência com alunos do segundo grau do Co 
légio de Aplicação da UFSC.
0 modelo de pesquisa adotado é o estudo de caso.
Trabalhamos com um pequeno grupo composto por seis alu 
nos, em aulas simuladas cujo objetivo era propiciar aos sujei 
tos da experiência oportunidade de realizar tarefas comunica­
tivas. 0 registro destas sessões em gravações posteriormente 
transcritas, constituíram nossos dados.
Na análise e discussão deste material, focalizamos nos 
sa atenção, primeiramente, numa descrição da linguagem produ­
zida pelos alunos e, em segundo lugar nas estratégias de comu
vil
nicação por eles desenvolvidas. Discutimos, ainda, os fenôme­
nos interacionais mais significativos ocorridos durante o tra 
balho do grupo.
A última parte, a conclusão portanto, aponta para a 
necessidade de reformulação dos cursos de língua estrange^ 
ra na escola secundária, defendendo a incorporação da aborda 
gem com a qual trabalhamos experimentalmente â já existente. 
Tal iniciativa, indicam as conclusões do trabalho, poderia 
contribuir considèravelménte para a melhoria do ensino nessa 
área, bem como, de maneira mais geral, propiciar maior desen 
volvimento das habilidades lingüísticas dos alunos.
VllX
ABSTRACT
The purpose of the present dissertation is to discuss to váiat 
extent Barnes' pedagogic concepts can be applied to the teaching 
of languages, specifically English, in this case study.
Initially, we present Barnes', ideas of how pupils use 
speech in the course of learning as well as how this depends 
upon patterns of communication, the teachers set up in their 
classrooms. In the same chapter we relate what in our opinion is 
common to his assumptions and in recent theories in language 
teaching.
The second part of the study is dedicated to the planning 
and execution of an experiment with secondary students of the 
Colégio de Aplicação.
The research paradigm chosen is a "case study".
We worked with a small group of six students in simulated 
classes designed to provide them with opportunities to perform 
communicative tasks. From these sessions, data was collected 
through the recording of their language.
In the analysis and discussion of the data we focus 
attention, firstly, on a description of the students' language 
and, secondly, on the communication strategies they developed, 
while we discuss the interactional phenomena which most occurred 
in the group's work.
The last part, the conclusion, points to the necessity 
of a reformulation of F.L. courses in secondary schools, 
claiming that the approach adopted in the experiment could
IX
be profitably incorporated as an attempt to raise the students' 
attainments in this area and also, more generally, !in the 
development of their F.L. ability.
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I. INTRODDCTIOM
During many years working as a secondary teacher and more 
recently, accompanying the students of the Course of Letters of 
the University as supervisor of their teaching-training course 
(Estágio Supervisionado), we could see, very closely, that 
something was wrong with the school. The problems were not only 
with the subject we were most intimately involved with - the 
teaching of English - but they could be detected at any moment, 
in all classes. Students showing no interest at all; unmotivated 
teachers speaking alone in exasperating monologues. Observing 
such classes one had the impression that despite the relative 
variety of methods and techniques, there was something else 
impeding a real involvement of either the teacher or the stu­
dents in the learning’ process.
It is easy to say that there is something wrong with all 
this but, what is difficult is to find a way of giving a 
contribution, however small, to improve the efficiency of our 
teaching practice, specially when our specific field is the 
teaching of a foreign language often viewed, nowadays, as
a'superfluous' even useless subject.
We would be naïve not to admit that any problem conceiming 
educational questions is extremely complex and demands 
considerable attention, not only on the part of those who study 
the questions, but also depends on a real engagement of the 
whole system in its own development.
The present work is an attempt to study the possible 
effects of a teacher's new attitude towards his own role in the 
classroom,,believing that some solutions for our teaching 
failures lie in the pedagogical relationship between teachers and 
students, and not only in methods and techniques as has been 
very much emphasized recently by the technologists of education.
Besides this concern with more general subjects of 
Education the specific problem that determined the study to be 
in this area was the situation of foreign language teaching in 
Santa Catarina, where, as in many other states all over Brazil, 
the amount of time and importance of foreign languages in the 
curriculum has been reduced over the last years, as a result of 
what we believe to be a mistaken educational policy concerning 
this subject.
We also believe, however, that only by means of solid 
arguments, based on consistent studies and research into the 
teaching of foreign languages we, teachers, who are the most 
interested in the development of this subject as aii important 
part of a general educational process, will contribute to 
invert the present tendency to decline.
Having this premise in mind we tried to demonstrate that 
secondary students can profit much more from their foreign
languages courses if we consider the learning of languages a 
worthwhile educational experience instead of trying to adapt our 
pedagogical views to the limitations imposed nowadays not only 
by leigislation, but also by a generalized discredit towards the 
teaching of foreign languages within our educational system.
Since we believe this work may contribute to recent 
discussions in which the teaching of foreign languages is viewed 
more as an educational issue rather than a simple technical 
matter, we tried to link some general educational concerns to 
specific problems of our field.
The result is what we are now to present - 'an open ended' 
work - that, nevertheless, will fulfill its main objective if, 
at least, it raises new questions.
The main concerns of the present study may be summarized 
as follows:
1. An attempt to demonstrate that it is possible, even 
for F.L.T. (foreign language teaching) purposes, to 
create an authentic need for communication in the 
classroom;
2. A descriptive discussion of the communication strategies 
developed and language used by foreign language students;
'3. A discussion of the kinds of ability F.L. students have 
for using or adapting previoüsly learnt material;
4. A discussion of the effects of correction in the 
process of learnning a foreign language;
5. And finally, an evaluation of the effects of what 
Barnes calls 'Exploratory Speech' in the learning of 
foreign languages, which may be considered the main
question raised by this study.
In the first chapter we try to present some theoretical 
support for our empirical surmises. In this chapter we discuss 
Barnes' concepts of how pupils use speech in the course of 
learning as well as how this depends upon patterns of 
communication the teachers set up in their classrooms.
In the same chapter we try to relate what is common to 
Barnes' assumptions and what has been more recently discussed 
in the language-teaching literature.
In the second chapter we present the choice of research 
paradigm and the methodology of work we have developed when 
dealing with the students in simulated classes designed to 
provide them with a social context in which they could talk over 
the tasks presented to them. From these sessions we have 
collected the data for the analyses.
The third chapter is dedicated to this analysis which is, 
in the last instance, a description of the students' language 
and a discussion of the communication strategies they have 
developed throughout the sessions.
In the fourth chapter we discuss the interactional 
phenomena which have influenced the group's work and, in a 
second part, we focus on the students' language development, 
taking into account the role a real need for communication 
played in the process.
The last part of this study is, of course, an attempt to 
arrive at some conclusion in order to make some recomendations.
CHM*TER 1
THE THEORY
In this chapter we attempt to discuss some basic implica­
tions of 'a new attitude' concerning the teaching/learning 
process. To this end we will draw mainly on the ideas put forth 
by Barnes in his book 'From Communication to Curriculum'. These 
ideas have been summarized so as to provide a theoretical 
support for our empirically formed surmises.
In this book Barnes sets out to discuss the most important 
aspects of the learning process which takes place in those 
institutions called schools in the light of the assumption that 
'education is a form of communication'.
'A school in its very nature is a place where communication 
goes onitliat is what it is for. Education is a form of communication.'^
He introduces his ideas criticising orthodox curriculum
^Barnes, D. From Communication to Curriculum , Harmondsworth, 
Middlesex/"England, Penguin Books, 1976. p. 14.
theory whose analyses of curriculum process derives from the 
teacher's objectives, regardless of the fact that the learners' 
understanding is the 'raison d'etre' of schooling. In order to 
respond adequately to this argument he claims that any 
curriculum theory should utilize an'interactive model of 
teaching and learning'.
'When people talk about "the school curriculum" they 
often mean "what teachers plan in advance for their pupils to 
learn". But a curriculum made only of teachers' intentions 
would be an insubstantial thing from which nobody would learn 
much. To become meaningful a curriculum has to be enacted by 
pupils as well as teachers, all of whom have their private 
lives outside school. By enact I mean come together in a - 
meaningful communication - talk, write, read books, collaborate, 
become angry with one another, learn what to say and do, and
p
how to interpret what others say and do.'
His next claim is to relate very closely, communication 
and learning, asserting that since children use speech in the 
course of learning, curriculum in a sense is a form of 
communication. What is important though, is to consider 
language in the classroom not only in terias of communication, 
but specially, by discussing how students use language in learn­
ning , which in the last instance is the main purpose of the book. 
He says that while the teacher is talking, the student is trying 
to make meanings .of what is said by recoding the knowledge that 
is being presented. Since he uses language to do this, the 
importance of its role in the process of learning is again 
emphasized.
^Ibd.
’Learning by talking', in the author's view, is the best 
way for the students to acquire a reflective attitude towards 
learning. This approach can go on in any subject in which the 
students can be presented with a problem which they are to 
solve by talking it over, until they see possible solutions. 
Talking over problems in order to find solutions for them 
provides means by which the students are able to reflect upon 
the basis upon which they are trying to interpret and learn 
something, and consequently their participation can be more 
active. To be more active in the author's interpretation does 
not mean 'to learn by doing' only, but what he wants to 
emphasize is the importance of what he calls 'action knowledge' 
which refers to pupils' assimilation of knowledge to their own 
purposes.
"School Knowledge" on the other hand obviously represents 
its dialectical opposition: school knowledge is presented to us 
by someone else. We grasp it enough to answer the teacher's 
questions, to do exercises, to pass examinations. If we never 
use this knowledge, we probably forget it.
An important task for the learner in school, according to 
Barnes is to convert school knowledge into action knowledge, and 
his next concern is to demonstrate how teachers can help pupils 
to do this by providing a social context which supports this 
process in the classroom.
The author's first assumption is that if language is 
considered not only in terms of communication, but also as a 
means of performing important subjective functions,it can be 
used consciously by the learner to organize his learning and
reflect upon it. In doing so he would be an active participant 
in the making of meanings, and as such, more likely able to 
convert school knowledge into action knowledge.
In order to study this process, Barnes describes and 
discusses an experiment whose overall purpose is to arrive at
some understanding of how pupils can use spoken language as a
l;
means of learning in various curricular subjects. To describe 
this use of language, Barnes introduces the expression - 
'Exploratory Speech'.^
In discussing the strategies the groups of pupils have 
adopted when set interpretative tasks, the author has selected 
a contrastive pair of concepts whose effects can be significant 
for an understanding of our everyday practice in the school: an 
'open approach' to tasks and a 'closed one'.
i
In the first case, the approach which provides the appro­
priate context for 'exploratory speech' to take place, the main
1
feature is the predominant use of the hypothetical|mode with 
many questions inviting surmises and discussion among the pupils. 
This open approach to tasks implies a collaborative social 
relationship and usually deals with disagreement in order to 
reach verbal clarification of the differences.
In the second case - a closed approach to tasks - the 
students tend to limit their activities to whatever has been 
explicitly asked for. They seldom ask questions of.their own and
I
'In the groups'discussions presented in chapter two it was clear 
that many children were rearranging their thoughts during 
improvised talk. This did not make for explicit communication 
but it played an important part in the problem-solving'. This 
use of language is called exploratory by the author.
Ibid. p. 108.
when they do, they ask for limited pieces of information rather 
than arranging arguments for further discussion. These, then, 
tend to be confined to labelling processes to the detriment of 
their analyses. The results of this, consequently, are 
dogmatic assertions which imply acceptance or rejection rather 
than extension or modification of the proposed question.
According to the author, there is a strong tendency in 
our schools in favour of the second approach to tasks since it 
leads to patterns of social relationships, namely consensus and 
ritual that in the last instance contribute to the reinforcement 
of the teacher's authority as well as interest in the maintenance 
of the status quo .
The next question is related to the factors that determine 
the choice of approach and, although being aware that they are 
numerous, Barnes has selected the ones he considered the most 
important.
Firstly he discusses the validity of the hypothetical mode 
in the process of learning, arriving at the conclusion that when 
people face a problem which is to be solved collaboratively they 
will do well to approach it in the hypothetical mode since it 
implies the use of tentative language (suppositions,hypotheses, 
conditional statements), which may be a necessary condition for 
achieving hypothesis forming and testing. Thus, through 
strategies such as trial and error, suspension of judgement, 
alternative explorations and solutions the students would be 
developing improved understanding to a large extent.
Secondly, he emphasizes the importance of planning the 
tasks in order to make them a means of raising the group's
10
performance above its usual level without leaving the students 
floundering among unknown subjects. This means, therefore, that 
the quality of the discussion, namely the quality of learning 
is not determined solely by the ability of the pupils but will 
mainly depend on various factors which are open to influence by 
the teacher's planning, like the nature of the tasks, the 
students' familiarity with the subject matter, their confidence 
in themselves and also their sense of what is expected of them.
According to what Barnes has discussed, the teacher will 
not abandon the students to their own devices, as can be 
argued in a superficial view of the question. On the contrary, 
he emphasizes the importance of well planned lessons and tasks 
which make the discussion possible not only among the students 
but, when necessary, also allow the teacher who has set the task to 
join in, asking for conclusions, making attempts to take,the 
discussion further, generally participating in the reasoning 
process. The teacher thus matches what the children say with 
whatever he wished them to learn. The importance of the 
teacher's interference, though,should not be confused with the 
idea of teacher - dominated learning, since, sometimes, when 
the teacher asks the 'well-placed' question, in the formal 
learning situation, the effect is not as helpful to understanding 
as might be expected. What usually happens, indeed, is that it 
may reduce the students' learning from an active organizing of 
knowledge to a mere mimicry, which is also part of the process, 
but if dominant, leads to a very different kind of learning in 
which the teacher does the thinking for the students. The 
language strategies discussed in Barnes' book, therefore, cannot
11
be encouraged by teaching methods which rely entirely upon 
teacher-class dialogue.
At this point of the discussion it becomes more evident 
why small groups are chosen as-one cf the best alternatives for 
classroom discourse. When the teacher's authority is withdrawn 
and the students have the initiative, even if for a short time, 
a new communication system takes over-one which the students 
progressively shape during their discussions. It is in this 
process that they would probably have the opportunity to be more 
responsive to what they know, as well as to their interpretation 
and to their intuitions.
It is important to say, however, that Barnes has not
proposed that teachers should never present knowledge to pupils
directly. There are moments in which this presentation is the
only possible procedure they may use. '...to advocate an
Interpretation view of education is not to argue that teachers
should never present knowledge to their pupils, but rather to
imply that certain patterns of communication should follow the
presentation, as pupils negotiate their own ways of grasping
4the knowledge thus presented.'
In recommending an 'Interpretation' view point,-he is not - 
proposing that children should be left unaided to construct all 
the knowledge they need. What he proposes is that patterns of 
classroom communication should be set up to encourage the 
formulation of divergent viewpoints, even when from the teacher's 
point of view these could be inadequate.
^Ibid. p. 149.
12
The corollary of this attitude 'is that the students 
should be given time and encouragement to explore the 
relationship between the new knowledge and their existing 
understanding. This implies less presentation by the teacher 
and more experiment and interpretation by pupils.'^
He goes on to say that he does not recommend the use of 
small group discussion as a 'universal panacea'. What he has 
emphasized is that his purpose is to create a classroom context 
in which the students should be, as often as possible, engaged 
in the formulation of knowledge and that for this, the teachers 
may iise whatever means they think are appropriate.
'My point here is not to recommend group work - though it 
has its value - but to consider the part played by speech in all 
this. The more a learner controls his own language strategies, 
and the more he is enabled to think aloud, the more he can take 
responsibility for formulating explanatory hypotheses and 
evaluating them. It is not easy to make this possible in a 
typical lesson: my contention at this point is that average 
pupils of secondary school age are capable of this if they are 
placed in a social context which supports it.'^
Having this premise in mind Barnes has set out the experiment we 
mentioned before. With this experiment, he expected to throw 
light on the following questions:
I. When pupils work in small groups what verbal strategies do 
they use in approaching various tasks? Which of these stra- • 




2. Is the learning achieved by some groups limited by the range 
of verbal strategies available to them?
3. What part is played by social pressures in learning? How far 
does interaction between pupils contribute to learning?
4. How can small-group work be set up to achieve the best 
learning possible?
5 . What should a teacher aim for when he joins in the discussion? 
What can help a group to achieve something that, they are 
unlikely to achieve on their own? Can groups achieve anything 
alone which a teacher's presence inhibits?
The answers to these are not the type of yes or no, of 
course. The whole book is used to discuss what he has observed
I'
during the classes, since as he said, those materials were not 
of a kind which would make a fully objective analysis fruitful.
He did not consider the sample too small, but the identification 
and description of learning strategies would call for considerable 
exercise of judgement in which subjectivity had its important
part. He, then, proceeded by selecting passages from the 
transcriptions which were particularly productive in the sense 
that what the children said suggested that they were increasing 
their understanding. The learning strategies in those passages 
were discussed and related to the particular context in which 
they had arisen. 1
At this point of our brief report on Barnes' ^ book, an 
important question for the present work arises: is the use of 
exploratory speech a positive strategy in the learning of 
foreign languages?
14
Still according to Barnes, this strategy can be positive 
in any subject, even though, he, himself, agrees that the more 
specialized the subject, the more difficult for the teachers 
to abandon their 'transmission view of teaching'^ and thus, it 
is more likely that this kind of teacher would not choose such 
an open approach to their classes as the one implicit in the 
use of exploratory speech.
The main problem with specialized subjects, like English, 
for example, is that the majority of teachers see themselves as 
the only possessors of knowledge and as such, they seem to be . 
at ease in transmiting the ready-made knowledge of their 
specialisms to their pupils in the form of rote-learning. 
Nevertheless, we cannot ignore the fact that no matter what 
degree of specialism we attribute to the teaching of a foreign 
language, the student brings many of the strategies and grasps 
of language with him to the language class for he has already 
mastered one language - his own. In this sense, then, foreign 
language learning, to a large extent, is not just a transmission 
of knowledge but a development of 'practice'.
8According to Barnes this 'transmission view' of teaching 
and learning would restrict the pupils' participation and, 
consequently, inhibit the more valuable kinds of learning:those
7
'A transmission teacher is likely to defend fiercely the bound- 
aris of his subject, and be quick to dismiss non-specialists 
(pupils and colleagues alike) as unqualified to hold opinions 
about it. An interpretation teacher is more likely to hold his 
knowledge in a more flexible way, and to allow that his pupil's 
everyday understandings have some relevance to it. A transmission 
view is often associated with strong commitment to a specialist 
subjects.' Barnes, Douglas, Op. cit. page 151.
®Ibid. p. 147.
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which require the knower's ability to interpret and to relate 
the new knowledge to their existing purposes and interests.
9
Based on a description of one of his previous studies ,Barnes 
has set up a hypothesis in which he makes a relationship 
between (1) the teacher's view of knowledge, (2) what he values 
in the pupils', (3) his view of his own role, and (4) his 
evaluation of his pupils' participation, which in our opinion is 
a synthetic explanation of what he means by 'Transmission' and 
'Interpretation teacher', two central concepts for an 
understanding of the author's main ideas on the teaching process.
Here they are laid out formally^ *^
The Transmission teacher...
(1) Believes knowledge to exist in the form 
of piiblic disciplines which include 
content and criteria of performance;
The Interpretation teacher...
(1) Believes knowledge to exist in the knower's 
ability to organize thought and action;
(2) Values the learners' performance insofar 
as they conform to the criteria of the 
discipline;
(2) Values the learners' commitment to interpret! 
reality, so that criteria arise as much from 
the learner as from the teacher;
(3) Perceives the teacher’s task to be the 
evaluation and correction of the 
learner's performance, according to 
criteria of which he is the guardian;
(3) Perceives the teacher's task to be the settir 
up of a dialogue in which the learner can 
reshape his krowledge through interaction with 
others;
(4) Perceives the learner as an uninformed 
acolyte for whom access to knowledge 
will be difficult since he must qualify 
himself through tests of appropriate 
performance.
(4) Perceives the learner as already possessing 
systematic and relevant knowledge, and the 
means of reshaping that knowledge.
10
Barnes, D. and Shemilt, D. (1974), 'Transmission and Interpre­
tation; in Educational Review 26:3, June 1974.
Barnes, D. Op. cit. p. 144-5.
j
I
It is undoubtedly true that the above mentioned dichotomy 
in the learning process is likely to create a great distance 
between the teacher and the students, since' the more the 
teacher sees himself as The Specialist, the more the educational 
relationship tends to be hierarchical and ritualized and the 
students seen as ignorant, with little status and few rights.
All this has implications for what pupils learn, and how they
I
learn it. If the knowledge is in the teacher, the student is 
expected to receive it passively as if ± were a closed and static 
product. There is no need for the learners' real participation, 
since their task is to repeat and to memorize ready-made 
knowledge in order to master standard skills. This I could be 
easily observed in a normal English class whose main objective 
is to provide the students with a good deal of memorized 
structures. This view of teaching confuses the learning process 
with memory and sees both as a passive phenomenon,■a simple 
register obtained automatically by means of repetitions. To 
learn, however, is more catplex than this, and though memory, evidently 
platan important role in the process, we must|consider it
from another view. As Tiberghien says, memory deals with all the
I
individuals' intelectual activity - "Recordar é reconstruir a
informação procurada, a partir de certas características armaze
- - - 1 2  nadas. A memória é ação."
In the more restricted area of 'communication' subjects - 
and even more so in foreign language learning - an open approach
16
^^See Bernstein, B. 'On the Classification and Framing of Educa­
tion Knowledge'.
Tiberghien. Revue française de pedagogie , jan. 1972. No livro 




characterized by an 'interpretation view' of teaching seems to 
present the advantage of making the subject, in our case 
English, more acessible to the students. By being deeply 
involved in their learning process the students are given the 
chance to overcome their feelings of alienation concerning 
various more or less conscious judgments about the foreign 
culture which might restrain them from 'losing' themselves in 
the foreign language.
Courses whose, activities do not require creative thinking
on the students' part offer a different kind of learning. For
example, when the student only listens passively to a lesson,
or just repeats it, what he learns is of different quality. As
a passive listener he has more difficulties in grasping the
underlying principles on which the lessons are based and this
weakness will be more evident when he finds that the exercises
on them are too difficult. On the other hand, if courses are
devised in such a way as to require the students' active
participation, such as in the case when he listens for a
purpose, or when he is placed in the speaker's position, he
will develop insight into the principles in order to construct
a step by step sequence. It is this grasp of principles of
structures, which makes the difference between rote learning
and understanding. By formulating knowledge for oneself one gains
12access to the principles on which it is based.' In foreign 
language learning this would call forth practice in using the 
language in meaningful situations, in the same way as, for 
instance, the performing of a mathematical process permits a 
true grasp of the concepts. The emphasis on the learner's use of
13Barnes, D, Op. cit. p. 164.
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language to participate in the shaping of knowledge, however, 
will not be relevant, if we consider that kind of learning in 
which the teacher wants the pupil to be able to feed back 
correct formulae, without much care for underlying principles.
Although we have not found any specific reference to the 
learning of foreign languages in Barnes' work, we have detected 
many points of contact (and this motivated the present study) 
between his pedagogical views and the more recent literature on 
the teaching of foreign languages, since it would seem that 
many of their theoretical assumptions are common.
Our main concern, therefore, is to identify these common 
features and try to verify to what extent Barnes' principles 
could be applied in such a specific educational situation.
More than a simple technique, as was mentioned before, 
the use of exploratory speech in the teaching of foreign 
languages would imply a whole change in our view of the question. 
It would also determine the procedures for approaching the sub­
ject so that the emphasis would lie on the importance of 
providing the students with a social context in which they could 
be able to develop communication strategies in order to learn 
the language through their need for communication, instead of 
simply seeing the learning of languages as mainly a matter of 
developing linguistic habits and automatisms.
In the teaching of foreign languages there has been a 
strong tendency towards the kind of learning which Barnes calls 
'passive' and which characterizes a 'transmission view of 
teaching'. The students are expected to learn the arbitrarily 
selected more important structures of a given language with an
19
immediate objective - correctness - even if this could imply 
less communicative ability.
Brumfit makes this point as follows: 'This emphasis on
the teaching of structures has manifested itself in many ways.
We have come to see the task of syllabus design, for example,
as very much one of selecting structural items and grading them
in suitable order for teaching. Our syllabuses have often been
little more than ordered lists of structures, which we have
then proceeded to teach by means of a strategy that has become
all but universal. The strategy works like this: we present a
structure, drill it, practise it in context... then move to the
next structure. In this way we gradually, and in Wilkins's term
(1976:3), "synthetically" build up the inventory of structural
items our students can handle. And since we specify and execute
our language teaching in such terms, it is natural that we
should assess it in a similar way. We reward structural
14correctness and chastise structural innacuracy.'
The roots of this pedagogical view are mainly encountered 
in the methods develop^during the fifties and early sixties as 
'to a large extent the result of the kind of language teaching 
which, influenced heavily by the audio-lingual tradition, places 
strong emphasis on what Newmark and Reibel (1968) call mastery 
of language structure. In this kind of language teaching the 
predominant emphasis is on teaching the students how to form 
correctly; how, that is, to manipulate the structures of the 
language easily and without error.
14Brumfit, C.J. and Johnson, K. The Communicative Approach to 
Language Teaching. Oxford, Oxford University Press, 1979. 
p. 1-2.
Johnson, K. "Some Background,Some Key Terms and Some Defini­
tions." In Communication in the Classroom. London. Longman, 
1981, p. 1-TT.
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One of the assumptions that underlies this view of 
teaching, therefore, is to consider the error as something that 
should be avoided in any circumstance. An error is viewed as a 
failure, a signal of incompetence and must be strongly
I
repressed, usually by means of what the behaviourists call 
negative reinforcement.
To view error this way seems to be either a result of 
ignorance of the error effect on learning, or just another 
manifestation of the concept that knowledge is exclusively in 
the teacher who represents the model for the student to imitate, 
Success in language learning is thus generally viewed in terms 
of „error-free English, whereas in fact success is clearly a 
far more complex cluster of factors.
As the discussion on this subject progresses, it becomes 
more evident that a good understanding of it is in the center
I
of what we have been calling 'a new attitude to the teaching 
of languages'. It is necessary, then, that in the following 
paragraphs we try to relate our own ideas, as well jas some of 
what has been more recently written on this subject by
language teachers, to Barnes' views in order to examine their
!
similarities and, if it is the case, to explore this dimension 
of F.L.T. further in the concluding chapter.
According to what has been mentioned before, in the 
traditional way of facing errors there is no place for them, 
since in such a pedagogical relationship, the teacher's role is 
to prevent the learner from making mistakes. A closed approach 
to tasks will be the natural consequence of this educational 
view. The students will be less creative and will tend to limit
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their activity to whatever has been explicitly asked for. The 
question/answer mode of teaching becomes ritualized and there 
is no space for a real exchange of information or opinion.
Since the error is viewed as a bad thing the students develop a 
fear of mistakes and this feeling is so paralysing that they 
prefer not to speak when there is even a slight chance of being 
wrong. This attitude will prevent them from using language to 
express tentativeness, supposition, hypotheses and conditional 
statements which, in a sense, are characteristic of exploratory 
language.
To this theme - the assesment of the students' learning - 
Barnes has dedicated an important section of his work as an 
evident attempt to show the great influence it has on the 
control of knowledge and, consequently, on the kind of 
knowledge we choose to develop in our students. It is his view 
that we. now will be concerned with.
He begins by discussing two concepts: 'Exploratory Speech 
and Final Draft'. The first has been already explained and the 
second, representing its contrary, may be understood through the 
following sentences. As soon as the authority of the teacher is 
present, the students cease to use language to shape knowledge 
for themselves and begin a competition among themselves. They 
shift away from the exploratory towards a style appropriate to 
showing the teacher that they had 'the right answer'.
The nature of audience, that is the teacher's attitude 
towards the role of mistakes in the learning process will 
influence heavily the students' choice of style: Exploratory or 
Final Draft?
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In a highly simplified manner Barnes^^ has tried a 
diagram, which should not be taken deterministically but could 
help us to understand the relations between some of the concepts 
we are discussing.
Intimate Audience Distance Audience
Size
Source of authority 
Relationships 















When the group is working alone it is more likely that 
exploratory talk is available, specially if they know one 
another well, since equal status and mutual trust may 
encourage thinking aloud, and even assimilate without much 
trauma detours, dead-ends, inexplicitness, mistakes... which 
are necessary steps in a real learning process.
Still as part of the same problem, Barnes goes on to 
discuss the teacher's traditional task which he divides into 
two aspects called by him respectively; Reply and Assess.
'When a teacher replies to his pupils he is by irrplication 
taking their view of the subject seriously, even though he may 
wish to extend and modify it. This strengthens the learner's 
confidence in actively interpreting the subject-matter; teacher 
and learner are in a collaborative relationship. When a teacher
16BARNES, D. Op. cit. p. 10 9.
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assesses what his pupils say, he distances himself from their 
views, and allies himself with external standards which may 
implicitly devalue what the learner himself has constructed.
Although both Reply and Assess are part of teaching, we
agree with Barnes when he prefers 'a classroom dialogue in
which the teacher replies rather than assesses, encourages
pupils, when they talk and write to bring out existing knowledge
18to be reshaped by new points of view being presented.'
In the specific case of language teaching we may also say 
that a reply attitude is more likely to make the students more 
confident in their relatively poor linguistic devices and 
consequently free them from the paralysing fear of speaking we 
talked of before. Only by means of a social context in which 
they feel they are allowed to try, will the students be able to 
develop their communication strategies.
A reply attitude in L.T. (Language Teaching) would be 
closely related to the new fluency learning which in the last 
instance represents the shift of orientation from formal to more 
communicative functions of any language we are advocating in 
this study. To reply, therefore, would be the teacher's 
acceptance of errors as being an important part of the language 
learning process, since as Morrow points out;
'A learner who makes mistakes because he is trying to do 
something he has not been told or shown how to do or which he 
has not yet mastered, is not really making a mistake at all. 
Trying to express something you are not quite sure how to say
"^^ Ibid. p. 111.
^®Ibid.
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is a vital feature of using a foreign language for few learners
ever reach the stage of total fluency and accuracy in every
situation, and it is often necessary 'to make do' with whatever
resources one can muster. Niggling criticism of what he
produces will ultimately destroy the learner's confidence in
19his ability to use the language.'
An assessing attitude, on the other hand, would relate to the
traditional way of facing errors which, among other negative
consequences already discussed, in the specific field of L.T.
sells an illusion of knowledge to the students. Not making
mistakes (avoiding any opportunity for them to occur), repeating
correct sentences almost free from doubts, the students will
think they have learned what is necessary. What they do not know
is that the use of only controlled language does not ensure
learning at all, since, as Wilkins says '...imitation ensures
that correct forms are produced, but it does not tell the learner
20anything about the boundaries of correctness.' Believing that 
mistakes are a necessary part of the process of learning a 
language, it is essential, therefore, that adequate opportunity 
for free use of language be provided as part of the language- 
learning process, even if this could imply the possibility of 
errors.
If it is true that in structure.practice mistakes can be 
eliminated, it is not less true that this does not ensure their 
elimination in communication. In the light of this premise we
19Morrow, K. "Principles of Communicative Methodology". In 
Communication in the Classroom . London, Logman, 1981. 
p"] 65.
20Wilkins, D.A. Second-Language Learning and Teaching . De­
partment of Linguistic science. University of Fteeding . 
Edward Arnold, 1978. p. 36.
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believe that in a communicative language process the making of 
mistakes should be viewed in a reply manner which understands 
their role, instead of insisting on treating them as undesirable 
'accidents' which could be avoided by a more effective teaching.
This section has outlined several factors involved in 
the teaching/learning process. Language was viewed as a means 
by which the students consciously organize experience and 
reflect upon it, and, as such, an instrument by which they would 
convert school knowledge into action knowledge. An open approach 
to tasks was preferred . to a closed one, since the main feature 
of an open approach is the predominance of the hypothetical mode 
in the process of learning which helps the students to develop 
their grasp of the'language. At this point, the use of tentative 
language was considered a necessary condition for hypothesis 
making and testing. Small groups, then, were viewed as a good 
alternative for classroom discourse.
The next major theme was the distinction between a 
transmission and an interpretation view of teaching. Foreign 
language teaching was viewed as strongly influenced by the first 
of these and the teaching of structures with the immediate 
objective of correctness was associated with it.
The final part dealt with the assessment of the students' 
learning. The traditional way of viewing an error as something 
that should always be avoided was strongly condemned. Mistakes 
were considered here as a necessary part of the process of 
learning a language.
It now remains to explore the theoretical approaches to 
language teaching, specifically, prior to examining the
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methodological procedures themselves.
2. Developing Communication in the Classroom.
In the first part of this chapter we have found what we 
do not want our languages courses to remain. We have also 
mentioned some pedagogical procedures and attitudes we should 
try to avoid if we are to approach the teaching of languages 
in a more communicative way. What we have to discuss now is how 
the new ideas can actually be applied to the classroom, since 
if it is true that a solid theoretical background is a sine qua 
non condition for any attempt at innovation, it is also true 
that its application is not just a mechanical consequence.
In the discussion that follows we will draw on Widdowson's 
concepts of 'use and usage' and Wilkins' categories of 'meaning 
and use' to make more explicit what syllabus content will be 
more likely to lead to effective communication. The analysis 
of the term 'communicative' will take us a step further in 
considering the methodological implications involved in the 
development of the students' communicative ability. We will 
conclude the section with a brief consideration of what we tried 
to accomplish in our experimental classes.
It was the phenomenon of the 'structurally competent but
21communicatively incompetent student' more than any other which 
was a central motive for the discontent with the existing sit­
uation of language teaching. This insight has denounced the fact
^^JOHNSON, K. Ip. cit. p.. 1.
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'that the ability to manipulate the structures of the language
correctly is only a part of what is involved in learning a 
22language.' The other part, the 'something else' essential to
provide the students with communicative ability,may be better
23understood after a description of what Widdowson calls 
'language use and language usage'.
According to him, these concepts may be said to be closely 
related to Saussure's distinction between Langue et Parole and 
Chomsky's similar distinction between Competence and Performance. 
'The notion of competence has to do with a language user's 
knowledge of abstract linguistic rules. This knowledge... has to 
be revealed through performance. (...) Usage, then, is one 
aspect of performance, that aspect which makes evident the 
extent to which the language user demonstrates his knowledge of 
linguistic rules. Use is another aspect of performance: that 
which makes evident the extent to which the language user 
demonstrates his ability to use his knowledge of linguistic 
rules for effective communication.'
For a long time we have been selecting structures and 
vocabulary to teach in our courses. What we've done therefore 
is to select items of usage which we think are most effective 
for teaching the rules of the language system. Some of the main 
implications of this emphasis on usage have been already 
discussed. What seems important from now on, is to discuss the 
implications of. a shift of emphasis, that is a discussion on how
22^^Ibi. p. 2.
2 3WIDDOWSON, H.G. Teaching Language as Communication. Oxford 
University Press, Oxford. 1979, p. JT
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the teachers of languages should conduct their classes taking
into account the teaching of both kinds of knowledge, since as
24Widdowson says 'the teaching of usage does not appear to 
guarantee a knowledge of use. The teaching of use, however, 
does seem to guarantee the learning of usage since the latter 
is represented as a necessary part of the former.'
It becomes evident that to develop communication in the 
classroom we should give more emphasis to the teaching of uses 
than we have been effectively doing.
Accepting this premise, it becomes clear that we should 
design language teaching courses with more reference to use, as 
a way of covering the whole process of learning a language.
In this respect many new books have been published in 
Europe, lately, and even here, in Brazil, under the names of 
functional-notional courses.
A good understarding of what notions and functions are may 
be a starting point in the discussion of how to teach items of 
'meaning' or 'use'. According to Wilkins (1972) two categories 
of 'meaning' and 'use' could be suitable for the purpose of 
syllabus désign. The first called semântico - grammatical is 
composed of items which in everyday speech we call 'concepts'..
As examples of these categories, taken from his list, are : 
frequency, duration, location and quantity. The term 'semantic' 
is adequate because these categories are items of meaning, and 
the word 'grammatical' refers to the fact that in most European 
Languages, these categories relate almost directly to grammatical
24WIDDOWSON, H.G. Op. cit. p. 19.
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categories.
His second category, the 'communicative function' is
related to Widdowson's concept of language use, since
'communicative functions are in broad terms, the uses to which
25we put language'. 'Requesting information','expressing
disaproval', 'greeting' and 'inviting', are examples taken from
Wilkins' paper. These categories of 'communicative function'
are called simply 'functions'. What is important to mention
now, is that 'functions' do not relate directly to grammatical
categories, like the former. 'Thus if we consider, for example,
a function like inviting we find various, quite grammatically
distinct ways of performing the function. Examples might be
'would you like to + INF', 'How about + ING', Why not + INF',
2 g
'do + Imperative.'
According to Wilkins, we should use his categories as the 
means of listing concepts and uses when we set out to design our 
syllabuses.
If we were to go deeper into this subject there would 
be many other topics concerning syllabus design, like analysis 
of language needs, syllabus inventories, for example. These 
discussions however, would go beyond the purposes of this study,
What we will try to do next, therefore, is to discuss the 
term 'communicative', reporting./what we think represents 
exciting methodological problems for the teacher who decides to 
approach his language teaching in a more communicative way.
To have in mind that 'being structurally correct' is
26-,,Ibid.
^^JOHSON, K. Op. cit. p. 3.
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only a part of what is involved in language ability, is only 
the stepping stone for a revision of aims in the teaching of 
languages.
Such a revision is not a complete negation of more traditional
approaches whose emphasis is heavily on teaching structural
competence, but may be considered 'an enrichment - an acceptance
that there are further dimensions of language which need 
|27teaching.
We must agree that the first answer to this question lies 
on the level of syllabus design which is the moment we choose 
the content of our courses, but we must also be aware that the 
other half of the problem will only be solved if we give close 
attention to methodological issues as well.
As Johnson has pointed out 'our aim is to teach
communicative ability, and this may lead us at the syllabus
design level to specify and organise our teaching content in a
semantic way. Semantic syllabuses are like alLsyllabuses a means
to an end,,, and we judge a course communicative or otherwise
not only in terms of how it is organized, but also in terms of
2 8its methodology.
Viewed in this light we understand why we have attended 
many classes which despite their notional functional syllabuses, 
were not entitled to be called communicative because of their 
methodology. In such classes there was still a strong commitment 
to traditional methodology and its consequent emphasis on 
teaching structural competence to the detriment of communicative
^^Ibid. p. 10.
^®JOHSON, K. Op. cit. p. 11.
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competence.
To understand why it is so difficult to approach language 
teaching in a more communicative way we should refer to what we 
may call a crucial question: if we accept that communication 
stems from necessity, and that this element is usually absent 
in a classroom situation, how can we create in the elusive 
classroom environment a genuine need for communication?
According to Revell, in the classroom situation 'a student 
often knows in advance what he, will say and what everybody else 
will say too. He and everybody else (including the teacher) asks 
questions to which they already know the answer... Nobody is 
exchanging any information, and consequently nobody really needs 
to listen to what is being said.'^^
We have faced this problem during the planning of the 
experimental classes in which we expected to record the students' 
(subjects) speech in (as far as possible) a real communicative 
situation. We needed to create or to adapt materials whose main 
feature would be their capacity to develop among the students a 
real necessity for communication.
What we have tried to do therefore, could be considered 
an, attempt to put into practice some suggestions we have found 
in the more recent literature on the teaching of language.
According to Revell again 'necessity, in the form of
2 QWe have attended classes in the first phases of 'Curso de Le­
tras' of UFSC in 1979, as part of a Methodology Course in the 
P.G. Program. The book they were using was Abbs, B. Strategies,
REVELL, J. Teaching Techniques for Communicative English. 
London. The Macmillan Press. 197 9. p. 6.
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doubt, of unpredictability, of an information gap, can be 
created in the classroom by the use of activities where the 
participants are only in possession of part of the total 
information. Students, then,have a certain amount of choice of what 
to say, they ask questions because they don't know the answer, 
and they have a reason for listening to one another.
In this kind of class, it becomes evident, there is no 
room for predominant teacher— centered lessons. On the contrary, 
as Allwright says in defence of learner-centered activities: 'We 
may conclude that if the language teacher's management activities 
are directed exclusively at involving the learners in solving 
communication problems in the target language, then language 
learning will take care of itself and the teacher can be fairly
sure of not being guilty of unwarranted interference in the
,32 process.
This part of the chapter has briefly examined some of the 
most relevant theoretical background to language learning in 
relation to a communicative methodology. This examination 
revealed that the learning context must become more student- 
centered and organized in a way to provide a social need for 
interaction and cooperation among the students. Such  ^conclusion 
raises very direct implications for the design of materials and 
crosses the line into a more general dimension of education, 
namely, it questions the traditional centralization of 
authority and, consequently, the main source of knowledge in the 
classroom. This view of teaching goes some way to modifying the
^^REVELL, J. Op. cit. p. 6
ALLWRIGHT, R.'Language learning through communication pratice.' 
In - The Communicative Approach to La:nguage teaching,Oxford, 
Oxford University Press. 1979. p. 167-182.
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current methods of just 'pouring' knowledge into 'containers'.
3. Putting Theory into Practice - Some Considerations.
Encouraged, as we expected, by the existence of many 
common theoretical assumptions between Barnes' concepts 
concerning the learning process in general and what has been 
recently called a Communicative Approach to F.L.T. we came to 
the conclusion that we should try to put theory into practice, 
in order to provide our discussions with some empirical bases. 
To do this we planned to set out an experiment very similar to 
the one Barnes has reported in the book we just finished 
discussing and whose materials also constituted the main source 
of empirical bases for most of his claims.
Even though the theoretical support for our incursions 
in the F.L.T. field seemed to be very consistent, we are 
conscious that we really do not know much about this proposed 
type of teaching in a F.L. learning situation.
Many questions are to be answered before we can say that 
this approach is 'better' than any other. This is not the
purpose of the present study. An attempt to do this would have 
been not only naïve and unrealistic, concerning educational 
issues, but also hopeless.
What we intend to do, therefore, is to look for evidence 
which may point the directions for our methodological 
necessities, by means of recording, as far as possible within 
the limitations of the present experiment, all the issues and
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insights which seem to be of theoretical interest.
The main questions raised by this study may be summarized 
as follows:
I
- Is the use of 'exploratory speech' possible in a situation in
I
which the learning of a new language is the objective?
- If it is,can such a learning strategy be helpful' in a F.L.T. 
situation? i
I
-- What language can it produce?
- Is it possible to create an authentic need for communication 
in the classroom?
- Can it motivate students? ij
- Will the students be able to develop the strategies of 
communication such a learning process demands?
- What will be the teacher's role in this new teaching/learning 
relationship?
I
These and other questions which may arise during the 
experiment represent enough motivation for our, study in this 
area, since it seems to us that a descriptive study, irrespective 
of its limitations, is an essential preliminary to any attempt 
to understand better the events and the phenomena which take 
place in foreign language classrooms.
In the next chapter we will trace some considerations in 
our choice of research paradigm, while describing the methodology 
developed for the data gathering, as well as for the preparation 
of the material on which the students' work was based.
CHAPTER II
- METHODOLOGY
In order to verify to what extent the theoretical 
assumptions raised and discussed in the previous chapter could 
be put into practice we planned an experiment in which we could 
study the effects of the use of exploratory speech in the 
learning of foreign languages, specifically English by means of 
providing the students with the opportunity for a communicative 
use of language.
1. Choice of Research Paradigm.
The work presented in this dissertation is of the type 
known loosely as case - study research whose main characteristic 
is the selection of a small number of cases to be studied in a 
thorough way as an attempt to provide a detailed description 
which could reflect their individuality.
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The option of working with larger numbers, and 
establishing experimental and control groups as a basis for 
statistical operations was immediately rejected, firstly 
because We felt that this would not give us answers to the 
questions in which we were interested and, secondly, because as 
educators, we have always questioned whether this large - scale 
numerical approach is ever appropriate, since v\?hen the theory is 
in its infancy we are not even sure what are the right questions 
on which to seek statistical information.
We are aware that in adopting this research paradigm, we 
have to renounce all possibility of proving things. We do not 
have such an intention, as was mentioned before, since there is 
no guarantee that the conclusions we will possibly come to will 
be generalisable beyond the context of this particular experiment. 
We hope and believe that such generalisation will be possible, 
but it will consist, not in rigorous statistical demonstration 
of casuality but in individuals perceiving a possible relevance 
to their own situation and trying out similar ideas themselves.
Another important point to be considered about our research
methodology is that it is of the 'interventionist' type. We may
say that it is closely related to the type of work known nowadays
as 'action research.'^ The main feature of this methodology is
that the researchers are describing a situation in which they
themselves are active participants, and consequently attempt to
influence the course of events in accordance with a certain
2
theoretical perspective.
See Thiollent, J.M. Crítica metodológica. Investigação Social 
e Enquete Operária. Ed. Polis, São Paulo. 1981. 2? ed. Coleção 
Teoria e História. 6.
Cf. Parkinson, B. at al. Mastery learning in Foreign Languages: A Case Study. 
Departnent of Education, University of Stirling. 1981. p. 10-11.
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The classical view of research in which the researchers
try to adopt a 'neutral' posture, attempting to avoid any
■ 1
influence on the events they are describing, was also rejected 
as being again inappropriate for the present case.
2. Planning.
In the planning of this experiment, we had as a first 
task to make some decisions on:
1. Which school to carry out the experiment in;
2. The level of the students - subjects of the experiment;
3. The ideal number of students to constitute a small group, 
according to Barnes's conceptions;
4. The way to choose them;
5. How to motivate them to participate in the experiment;
6. The number and duration of the sessions;
7. The preparation of activities likely to yield most data.
We have chosen the subjects of our study among the students
I.
of Colégio de Aplicação, a school which has English as a subject 
of its curriculum from the fifth to the eleventh grade, for 
seven years, that is. The choice of a school in which English is in 
a slightly better curricular position than the majority of 
public schoo]s (that have foreign language classes only from the 
seventh grade on in two - hour classes a week) is aii attempt to 
suggest that in less time it is practically impossible to 
expect the students either to learn to speak or to read, 
unless we accept as a satisfactory goal in the teaching of
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foreign languages, the achievement of a limited ability 'to 
read' a restricted given body of language.
For the purposes of this study, we decided to work with 
secondary students who had already studied for some time with 
a structural method in order to allow, if possible, comparisons 
between the two ways of approaching the teaching of languages; 
a pure structural approach and the approach we tried to use 
which emphasized the communicative function of the language.
As the students were in 2nd colegial (10 th grade) their 
level was considered pre-intermediate.
The third problem was solved, firstly taking into account 
the overall number of students in an ordinary class which in 
the majority of our schools reaches as many as forty. We, then, 
considered six a realistic average number for the setting up of 
small groups in such classes. Another reason which justified 
this choice was the possibility of working with three different 
pairs, when the activities required pair-work. Finally, as small 
groups restrict the number of participants, by definition, we 
thought it would be more significant for the data gathering to 
have as many subjects as such a situation would allow in order 
to obtain as much information as possible in the established 
areas of interest.
One criterion followed in the selection of these students 
was their own desire to participate, since it was very important 
for the purposes of the study that they presented a positive 
attitude towards the experiment. Although being aware of the 
limitations of such a criterion, a positive attitude was 
considered important because it would prevent the students from
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missing the classes which constituted the experiment. As they 
would not have any kind of objective reward, besides the 
possibility of participating in a new learning experience, we 
tried, by respecting their decision, to diminish the risk of 
absences,
It was explained to the whole class that the sessions,
numbering ten, and with the same duration as a normal class (45')
would be carried out once a week, over consecutive weeks, at the
same time as one of their normal classes.^ It was guaranteed to
them that they would not suffer any disadvantages for missing
their ordinary classes, since we had already taken care of
administrative considerations, and solved possible pedagogical
4problems as well.
Twelve students explicitly indicated that they wanted to 
take part in our group. Among these we chose at random the six 
mentioned above.
For the purposes of this study, we decided that it was 
not necessary to test the subjects before hand, to see whether 
they had the same linguistic knowledge. It was enough that they 
were in the same grade, since it was desirable that the group 
would be representative of the whole class. That is to say, we 
expected to find some heterogeneity among the participants. We 
thought it would be important to work with a heterogenous group, 
firstly because it would be closer to reality, and secondly 
because among the purposes of the study appeared the necessity
^They had two classes a week.
All these decisions were only possible because the teachers and 
the head of the school, .demonstrating great interest for our 
project, minimized the obstacles to the realization of the study.
4
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to discuss the contribution of either a strong or a weak student 
to the group's coitvmunication.
It could be argued that taking six out of twelve might not 
be a guarantee of much heterogeneity. If it was, however, 
considered that the overall number of students in that class was
I
only twenty-four, we would have to agree that our procedure, was 
at least statistically acceptable.
We agree, however,that six out of twelve in one class, in
I!
Colégio de Aplicação, all volunteers, may not be considered a 
random sample socio-psycologically or even in intellectual terms. 
But, as for the purpose of our work the control of these 
variables would not be significant, we decided that to work with 
this group would not represent a problem.
The decision on the number of sessions was mainly 
determined by the limitations of time imposed on us. Since we 
had three months for the data gathering, we planned to use nine
I
sessions for effective recording of classes and one, the last, 
was reserved for the students to answer a questionnaire on the 
experiment.^
We were aware that nine sessions would not be sufficient 
to prove anything concerning the students' linguistic development, 
but, on the other hand, we believed that even limited by time 
difficulties, we would get significant information on various 
aspects of the language learning process. This information would 
certainly point to some tendencies which could indicate to the 
teachers possible different ways of viewing the teaching of 
languages.
^See Appendix p. 74,
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The second phase in the planning of the experiment 
related to the selection and preparation of the materials which 
would be used in each of the sessions.
Our main concern, when preparing materials, was directly 
related to the objective of the study which was a discussion 
of the effects of the use of 'exploratory speech' in the 
learning of foreign languages. Therefore, the first task 
imposed by the theme was the selection and the preparation of 
materials which could create among the students the necessity 
for a real exchange of information, that is, they should provide 
tasks to be solved collaboratively by the students by means of 
real communication in the target language. These tasks should 
basically present situations in which the students would be 
necessarily involved in solving problems in such a way that they 
would be using the language primarily with communicative purpose. 
Only in this process of solving problems in group, that is, 
collaboratively, would they be able to use 'exploratory speech', 
since its basic feature, the use of tentative language, is only 
possible when different points of view are expressed and worked 
out.
Secondly, we took into consideration the necessity of 
grading the sessio,ns, making them gradually more challenging 
and dependent on the students' communicative skill. We thought 
grading was very important, specially in the first sessions, 
because we had the feeling that we should try to create and 
satisfy an expectation of success among the students in order 
to motivate them to go on and also lead them into building up 
a sense of self-confidence in relation to their linguistic 
capacity, which is considered an important factor for the
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development of communication strategies.
Our grading in the first sessions consisted basically in 
choosing vocabulary items the students would certainly know.
The task for them would be mainly a matter of speaking about 
known objects and familiar concepts. What we expected through 
this methodological procedure was to show to the students that
I
they were able to speak by themselves and that they were doing 
so with different purposes from those they were used to,: they 
were trying to communicate meanings, rather than repeating
after the teacher 'to learn' new structures. We believed, on
!
the basis of the theoretical chapter, that in this process of
trying to communicate, immersed in problem-solving activities.,
Î
the students would more likely develop their linguistic ability. 
We were trying to invert the procedure - learning through 
communication instead of learning for communication.
Another criterion for grading related to thé:complexity of 
the tasks. From session four on, for example, we planned 
activities which involved more than one ability simultaneously. 
The students would have to understand and follow as well as to 
give information, at the same time as understanding 
what the visuals intended to convey, since the teacher's 
guidance would also gradually diminish.
The control of the classes would also be another criterion 
for grading the activities. In the first sessions the activities 
were more teacher centered and only gradually the students would 
become more responsible for their tasks. We thought this 
procedure would be necessary in order to give the students time 
for them to become more confident in their own capacity to take 
tte initiative. According to what we planned, this process would take
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at least the three first sessions, varying from one subject to 
another, depending on individual characteristics.
As one of the purposes of this study was to explore the 
possibility of changing the traditional patterns of communication 
the teachers set up in their classrooms, we tried, during the 
experiment, to plan classes in which the students could take as 
much as possible the initiative, that is, they would be more 
independent from the teacher's control of the activities. In 
order to accomplish this objective, the activities, specially 
from session three on had only initial guidance from the teacher, 
since they were planned to provide a social context in which the 
students had the opportunity to use their ability to interact 
and to communicate without much external intervention: that is, 
the sessions would simulate group and pair work which in larger 
classes would not require the constant intervention of the 
teacher. While in the experiment we would be working with one 
group only, in normal classes the teacher would be in charge of 
four or five. Our methodology, therefore, should take this 
reality into account and provide answers to it. It was then 
important that in our experiment the methodology employed could 
point to this possibility - students working more independently 
in groups, only requesting the teacher's intervention 
occasionally, giving him, in this way, an opportunity 'to join 
in' when necessary in all the groups of a class either asking 
for conclusions or making attempts to take the discussion 
further.
Still as part of the process of planning the sessions we 
did some research into the amount of content the students, sub-
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jects of the experiment, had from their first contact with 
English as part of their normal curriculum, up to the time of 
the experiment.^
Although the planning and the preparation of material was not 
in any instance determined by this factor, this research was 
very important for one of the purposes of the study that was to 
get elements for discussion on the kinds of ability the students 
have for using or adapting previously learnt material.
After these general considerations we will briefly 
describe the materials used in each session taking into special 
account their suitability in creating a real need for communica­
tion as well as discussing the relationship between the tasks 
and the students' motivation.
Session One
In session one we prepared an actiX^ -ity whose purpose, 
besides what has been mentioned, was to demonstrate that even 
in elementary lessons it is possible and desirable to present 
language concentrating on use rather than emphasizing 
predominantly its usage. The language we expected the students 
to produce should demonstrate appropriate use and not just a 
reaction to a prompt. That is to say, their sentences or their 
questions should be contextualized to the extent that they 
would refer to something outside language and not be just a 
manipulation of the language itself.
Initially, we selected eight objects: a pen, a pencil, an
^The result of this research is available in the appendix, pages 
62-5.
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eraser (rubber), a coin, a ruler, a key, a cigarette and a box 
of matches. The language would be presented to the students in 
the form of simple problems, according to the following 
procedures:
1. The teacher displays the selected objects on the table and 
covers them with a cloth. (The six students sit around the 
table)
l.a) Te. - Look everyone. (Lets them see the objects for some 
seconds then covers them again). What did you see?
Ss - (possible answers) Maybe they name all the objects.
l.b) Te. - (Covers the objects again - Lets them look again 
for some seconds and then suggests:)
- Let's talk about the colours?
- What colours are the objects? (They are covered again)
Wait for their answers. Do not answer yourself. Give 
them time to remember the colours. Each student will 
certainly say something and in this process they may be 
able to help each other to remember all the words they 
are looking for.
The next step refered to quantity. We would use the same 
procedure as in la.
l.c) Position - To convey the idea of position let the
students look at the objects and then, take one out or 
change its position. Then ask:
Te - What has changed?
(Many possible answers, even no answer.)
Take another object and ask:
Te - What is missing? (twice)
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Ss - The pencil. (For example)
Te - Ok. Where was it?
Do not move the objects during this phase. After these procedures, 
cover the objects and ask:
Te - Where is ______ ?
They have to answer remembering their positions.
We presented further variations on this theme.
We expected the students would be able, firstly to name 
the objects, secondly to say their colours and to number them, 
and finally to talk about their position.
To make these exchanges take on the character of natural 
use we tried to create the situations like the ones above, in 
which the teacher's questions, as well as the student's replies 
would take on a genuine quality of real communication, since 
the students would be involved in problem-solving situations.
The students' motivation should mainly be provided by the 
feeling of success they would experience in their first attempt 
at working collaboratively, as well as by the novelty our 
methodology would represent for them, in terms of using the 
language meaningfully.
Session Two
For the second session we planned to continue talking 
about objects, but this time, adding more things during the 
development of the activities.
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Session two would be marked by the use of little memory- 
games like: 'Find the hidden object', 'Guess what', 'Group them 
right', and other activities as in the example that follows.
'The double object':
One student picks out a card which shows the name of one 
object of the set. He hides it from the other students who will 
try to guess what word he has by means of his description of 
the object which the word represents. The students may use the 
information they got from the previous steps and can look at 
the set of objects to check the information. The classmate who 
succeeds will be the next to pick up another card to describe.
Ex.: S - The object is red. It is next to the knife. I use 
it to ......
Ss - It's a/an .......
Still for session two we tried to adapt some activities 
described by Stevick,^ when discussing Gattegno's "Silent Way". 
The activities could vary but their basic feature consisted of 
using 'Cuisenaire Rods' to convey various different meanings.
The teacher elicits language - stories, descriptions, hypothesis
- from the students simply by him (or them) manipulating rods. 
Students then construct or reconstruct meanings using the rods, 
and use language to communicate the concepts that the rods 
expressed. During those activities, the teacher is silent, all 
the talking being done by the students.
In order to verify to what extent Stevick's proposal would 
work in a real situation, and also believing that we should
"^Stevick, E.W. Op. cit. p. 131-143
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begin changing the kind of activities at that point of session
8two , we tried to work with rods,. This change, however, was 
not to be as abrupt as it may seem, since the control of the 
activities would still remain, basically, in the teacher's 
hands, and the tasks would be only a little more complex:they 
would require more precise language to communicate specific 
instructions on how to reproduce geometrical figures.
The activities proposed to the group were the following:
1. 'Describing what is seen';
Show the students some rods. Tell them those wooden things 
are called rods.
Without speaking, the teacher constructs a figure, a cross, 
for example. The students only look at it. Afterwards, the 
teacher begins speaking, describing the figure he has made. 
For example: 'a black rod is on a blue rod. They form a 
cross.' Repeat twice and than ask somebody to do the same 
thing.
The teacher may repeat the activity changing the figure 
and ask the students either to repeat or to invent another 
figure, always describing them. The students may also use 
more rods if they want.
2. 'Describing in order to reproduce':
The teacher takes three rods knd hides them from the students.
These activities with rods were originally planned for session 
three. The students, however, completed all the activities 
prepared for session two in less time than was expected. We, 
ther.efore, decided to begin using the materials planned for 
session three, since the activities followed a certain sequence, 
concerning the increasing of complexity.
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He, then, makes a figure and gives the students instructions 
to make the same figure. The students should not see each 
other's figures and should follow the teacher's instructions. 
They hide their figures behind a card and choose the rods 
they need from the box available to them. After that,everyone 
shows his figure and compares it to the teacher's. They 
should discuss the differences.
One of the purposes of these activities was to observe 
how the students could make use of their limited knowledge of 
the target language to follow specific instructions, as well as 
to provide them with a genuine need for a listening comprehension 
exercise.
Session Three
In session three we would continue working with rods, 
following the same procedures with some variations during half 
of the session approximately.
The next activity - Telling stories with rods -■ was 
related to the students' ability to narrate short scenes of 
their everyday life, using rods as a point of reference for 
what they would say.
The procedures are the following:
Firstly, the teacher tells a little story using rods. He may say, 
for example, 'This is my house' and shows a rod. 'I live here 
with my father and my mother', taking two more rods. 'Yesterday, 
my father went to work by bus', putting the rod which represents 
the father on the rod which represents the bus, 'and my: mother 
went shopping by car', repeating the demonstration with the
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rods. After this, he asks one student to reconstruct the story, 
which in the last instance is a form of memory game. The teacher 
tells the others that they can help their colleague if he finds 
it difficult.
The same procedure may be repeated with different scenes.
One variation to this activity is to ask the students, one 
at a time, to invent a story like the previous ones, using rods. 
They must speak while they deal with the rods, of course.
Session Four
From session four on, the activities should become more 
independent from the teacher's control. The students would, then, 
be much more responsible for the vzhole process than before.
The task for them in this session was related to the 
functions of giving and asking for directions. We called it 'The
9
map activity' and divided the students into two groups (three 
students on each). Group A has some information which group B 
does not have and vice-versa. One group asks the other, each in 
his turn, the necessary information to get to the wanted place. 
The group will provide support for their members at any moment 
an individual needs help.
The students will create the questions and answers they 
need adapting previously learnt material, since in the class 
before they would have received an exercise to be prepared at home 
with some drills on words and expressions more frequently used
9
We extracted this activity from Carmichael, J. "Making your 
own communication games", in MET: Modern English Teacher, vol.
8, number, 4, April, 1981.
Sample available in the-appendix, p. 66.
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to follow/give directions. We did not expect them to reproduce 
those structures, but to use them as a reference for creating 
their own.
We thought this activity would be very efficient, in 
motivating the students to speak, since they would experience a 
real need to ask for information if they were to get to the 
required places.
Session Five
For session five we adapted an activity called 'Describe 
and Arrange' which was designed to practice describing the 
positions of objects using prepositions, at a simple language
n 11.level.
This activity was also in the category of information 
gap, but this time its complexity was increased. The students 
would have to work with two different language functions: 
describing some objects and locating them in a room full of 
others.
Some students have the information the others need to 
complete their task and vice-versa. We have to divide the group 
into two and give to one group the incomplete picture and the 
envelope with the missing objects. Their task is to put the 
objects in the right place. The other students have to tell 
them how to arrange the objects so that their picture would be 
the same.
'^^ These exercises were taken from Harkess, Cue for a drill p. 
110- 111.
^^Carmichael, J. Op cit. p. 6. Example available in the appendix 
p. 67.
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They would use part of the session working in two separate 
groups to find out vocabulary, and when they finally join to 
work together they should be prepared to give and to ask for 
information in order either to complete their pictures or to 
tell their colleagues how to complete theirs.
Session Six
For session six we planned two diferent activities.
Firstly we would have what we called an input phase whose purpose 
was to provide the students with the necessary vocabulary and 
structures for the game which was planned for the second part of 
the session.In the first part of the class the students would 
do a written exercise together. They should try to identify in a 
table the names of the people in text number 1. This exercise 
could be solved collaboratively, including the teacher when 
nobody could help.
The game itself 'Describe and Arrange' (people, this time)
14only began just before the end of the class.
Session Seven
For session seven, as the students would not have time to 
finish playing the game - Describing and Arranging People - we 
decided to use the same activity, which consisted in a description 
of some pictures of people to be located in a grid each student
13
The sample of either the written exercise or the game are 
available, for more detailed explanations, in the appendix, 
p .  68-70.
14’We did not record the first activity, which was a mistake, now 
we feel, but the second part, the game itself, although being 
short was rich of information on the students' language, as 
well as on their ability to communicate with each other.
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had received from the teacher. The students had the same number 
of pictures to describe, as well as had the same amount of 
choices when trying to locate them in the right place.
The task for everybody was to describe the people in the 
right frame by means of an exchange of information. The one who 
succeeded in putting one of his figures in the right place, was 
invited to provide the next description.
Sessions Eight■and Nine
For the last two sessions we prepared the same type of 
activity - Jig Saw Picture Stories - with two different stories 
We looked for appropriate picture stories and cut them up into 
their separate frames. Each student would receive the same 
number of frames which they would have to describe as well as to 
ask questions about the others', The object of the game is to 
decide as a group the order of the pictures in each story.
This activity was expected to be the most efficient in 
creating a real need for communication among the students, since 
in these two last sessions they would use the exploratory speech 
in all its potentiality. They would need to work collaboratively, 
discussing firstly, the description of the pictures and 
afterwards the position of the frames they would decide was 
better.
All the activities proposed to the students during the 
experiment tried to answer a question which worries all the 
teachers when they begin teaching-practice in a communicative 
way: how can we create, in the elusive classroom environment a 
genuine need for communication?
The method for this activity was taken from:
Campbell, C. 'Communication Games', in MET - Modern English 
Teacher. Vol. 8, number 4, April 1981.
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The answer we tried was basically related to the use of 
activities where the students had only part of the total 
information, and because of this they should negociate 
information with their colleagues. In this case they asked 
questions because they did not know the answer, while they also 
had good reasons for listening to one another all the time.
In our opinion this 'necessity' we created was the 
students' main cause of genuine motivation towards communica­
tion with a code they did not know very well but were more 
likely to learn on each attempt at solving problems collabora­
tive ly.
For the data-gathering we decided to record the students' 
speech during their attempts to solve the problems proposed to 
them. The analysis would then be based on transcriptions of the 
recorded material.
With thiis experiment we expected a wide range of 
information which could help teachers to understand better the 
complex process students undergo when trying to communicate in 
a foreign language. The expected information would include 
indications of communicative strategies the students of foreign 
languages can use, as well as their behaviour when working in 
groups. We also expected to get important material for discussion 
about Titiat kind of ability they have for using or adapting 
previously learnt material, as well as to know better what kind 
of ability they use to get meanings across and to develop mutual 
understanding.
Another point to be observed and which could be of great 
importance for further studies of language learning was the 
attempt to determine the most problematic areas in the students'
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performance when trying to make meanings of what they listen to 
or read, as well as when they are trying to reapply or to adapt 
the language they already know to new language without constant 
teacher intervention.
All these aspects are to be considered through the 
analyses of the sequence of recorded classes.
It is important to mention again at this point of the 
chapter that there was not in our original project any 
explicit intention of working with statistics in the analysis 
of the data, since the very nature of this study demanded 
qualitative and descriptive discussions rather than mathematical 
procedures. On the other hand, the great amount of transcribed 
data produced during the sessions created a methodological 
problem which we had to face: unless we tried to produce tables 
whose figures could give us indications of the most significant 
aspects for discussions, we would never be able to cover all the 
data concerning the objectives of the present study. We, 
therefore, decided to work with figures and some statistics 
considering them as auxiliary instruments, even though the main 
part of the next chapters will be dedicated to descriptive 
discussions of the results revealed through the tables.
The main Implication of this methodological decision was 
the fact that the figures which formed the tables, since they 
were not planned before the realization of the experiment, were 
relatively free from subjective interference, and, consequently,
more likely to be closer to vÆiat really happened in the classroom.




2. Mean Length of Utterances Based on Words;
3. Percentage of utterances with more than seven words;
4. Percentage of individual contribution for the group's 
communication;
5. Sentence Embedding;
6 . Error occurrence ;
7. Communication Strategies;
8. The Role of the Teacher's Participation;
9. Cooperation among the students.
Through the analysis of these tables we expect to find 
signs of development in the students' performance, as well as 
to obtain more precise information on what had gone on during 
the experiment concerning the above categories.
We view the analysis of the experiment described in this 
chapter as a tentative empirical application of a communicative 
approach in the teaching and learning of foreign languages. At a 
time when the term 'communicative' is used to cover a wide 
variety of approaches and methodological procedures we think 
that this experiment may throw some light on the process that 
goes on inside a classroom in which language is supposed to be 
taught and learnt communicatively.
CHAPTER III
PRELIMINARY ANALYSIS
In the present chapter we will proceed to a preliminary 
analysis of the data in order to see whether the sessions 
contained any significant information in the areas of interest, 
according to the expectations stated in the methodological 
chapter.
What information could a researcher hope to get from the 
records of oral group work?
The information could be expected to be firstly quantita­
tive and secondly qualitative.
Quantitative information answers questions like:
- How much do the students speak?
- What kind of language do they use?
- Is it complex or simple?
- What kind of errors do they make? and how often?
- How is talking time distributed?
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Information of this type will give us a formal linguistic 
picture.
The qualitative information relates to the purposes of 
the speech acts. For examples:
- Are there cases of pure rote repetitions?
- Are students adapting language for their own purposes?
- And if so, what evidence is there of this?
- Do students simply produce target language functions or 
do they develop other types of uses for their F.L.?
- How do the students make themselves understood?
- And what types of communication does the situation 
stimulate from the teacher?
To answer these questions this section breaks down into 
three parts. Firstly we will work with the number of interven­
tions of the students and the teacher, session by session. 
Secondly, we will consider the degree of formal complexity of 
the students' language. The third group of analyses will focus 
on Communication strategies and Communicative acts of the 
students and the teacher.
1. Interventions
We first checked to see the number and distribution of 
interventions in class activities, session by session. The 
teacher's interventions were also computed.
TABLES la —  lb
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INTERVENTIONS
SESSIONS TOTAL Te. P. Ta. A. H. R. s.
^st 258 84 69 34 18 16 16 21
2"d 316 109 85 28 30 24 24 16
3rd 275 68 74 26 44 25 28 10
4th 515 43 178 157 absent 81 .50 6
5^^ : 199 32 ab.sent 41 30 45 39 12
120 22 42 .25 12 17 absent 2
,th 294 81 97 .12 24 .17 ■ 2
gth 289 43 93 52 37 28 25 11
gth 187 50 57 26 24 17 9 4
TOTAL 2.453 532 695 450 207 277 208 84.
PERCENTAGE OF INTERVENnONS
SESSIONS TOTAL Te P. Ta. A. H. R. S.
^st ' - aoo 32,5 26,7 • 13,1 6,9 6 ,2 6 , 2 8 , 1
2nd 100 34,4 26,8 8 ,8 9,4 7,S 7,5 , 5,0
3rd 100 24,7 26,9 9,4 16,0 9,0 10,0 3,6
4th 100 8,4 34,9 30,8 absent 15,9 9 ,8 1 , 2
5th 100 15,8 absent 2 0 ,1 14,8 2 2 ,2 19,2 5,9
6^^ 100 18,2 34,7 20,7 9,9 14 ,0 absent 1 ,6
7 th 100 27,5 33,0 20,7 4,0 8 ,1 5 ,7 0 , 6
8th 100 14 ,6 - 31,6 17,7 12,5 9,5 8,5 3,7
9th 100 26,5 30,3 13,8 X2,7, 9,0 4,8 2 ,1
TOTAL 100 2 1 ,6 30 ,8 18,3 10 ,6 11 ,2 8,9 3,3
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F i g . 1 -  P e r cen t a ge  of  i n t e r v en t i o n s
The objective of these tables and graph is to provide an 
overall view of the distribution of the talking time during the 
experiment in order to help the discussion of the students' 
participation in the evolution of the group's independence 
from the teacher.
The subjects are identified by the following letters; P, 
Ta, A, H, R, S and the teacher by the letters Te.
By intervention we mean any utterance produced with a 
communicative purpose, of any length, irrespective of pauses, 
repetitions and changes of topic. An intervention ends when the 
speaker is interrupted or replaced by another speaker. For our 
purposes we have counted the continuation of a speaker's topic 
after an interruption as a new intervention in order to reflect 
the degree of verbal interaction of the participants.
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In-the nine sessions 2453 interventions were produced. Of 
these, 532 (21,6%) were produced by the teacher and 1921 (78,3%) 
by the students. 695 (30,8%) were produced by student P whose 
participation was the highest (even higher than the Te's). 
Following P comes Ta with 450 (18,3%) and then, H with 277 
(11,2%), followed very closely by A with 207 (10,6%). R's result 
was 8,9% with 208 interventions. Student S produced 84 
interventions, only 3,3% of the overall total.
In order to calculate the totals of P, A and R their 
absences in session 5, 4 and 6, respectively were taken into 
consideration.
The variation of the overall number of utterances in each
session was mainly due to two variables: the nature of the 
tasks and the length of the sessions.
The most significant variations of the overall number of 
utterances occurred in sessions four and six and were due, 
respectively, to the above mentioned factors. The sixth was 
shorter than the others because half of its time was used in 
an in-put session. On the other hand, the task proposed to the 
students in session four - Giving and asking for directions^ - 
was exceptionally productive and the students produced 472 
utterances out of a total of 515, 91,5% therefore. For the 
purpose of analysis, sessions four and six were considered 
exceptional sessions.
There were also cases of significant variation in the 
number of individual students' interventions in relation to 
their overall average. T^ 's participation in session four
^Available sample in the appendix page 66.
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(30,8%) almost doubled her final average (18,3%); H's and R 's 
results in session five were still more significant. They 
reached their best performance on this occasion with 22,2% and 
19,2%, respectively. In this session P was absent. The other 
results in this session 1^20,1%, A 14,8% and S 5,9% did not 
present a very significant variation, in relation to the other 
sessions.
The students' individual performance presented the 
following patterns:
Student P's participation began very high - 2 6,7% - and 
maintained a good level through the nine sessions, increasing 
some points in seven sessions and being absent from one. Her 
last result - 30,3% - demonstrated that her participation had 
increased during the experiment.
Ih's result began with 13,1% and reached its highest point 
in the three intermediate sessions (fourth, fifth and sixth) 
with, respectively 30,8%; 20,1 and 20,7%. Her last result 
(13,8%) only 0,7 higher than the first one (13,1%) did not show 
a significant variation according to this criterion of analysis. 
Her overall result (18,3%), however, indicated the presence of 
higher percentages in most of the sessions.
A's participation presented great variation, reaching 
lower figures of participation in session one (5,9%) and in 
session seven (4,0%). His best performances, on the other hand 
occurred in sessions three and five, with respectively 16,0% and 
14,8%, He was absent in session four. In the last two sessions 
his results improved again, in comparison with sessions six and 
seven. The variation between his results of session one and 
session nine, however, pointed to a significant development in
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his participation, according to this criterion.
H's participation increased till session five in which 
he (like R) reached his highest percentage (22,2). In the next 
sessions he maintained his average of participation, never 
inferior to the first results (6,2% and 7,5%). His result in 
session nine (9,0%) also demonstrated that his participation 
increased during the experiment.
R's participation did not vary significantly through the 
nine sessions. His results like H's gradually increased up to 
session five, a session in which he also reached his highest 
percentage of participation (19,2%). In session six he was 
absent and in the last three sessions his participation 
decreased. According to the criterion of comparing the 
performances of session one and session nine, R's participation 
did not increase. His overall result (8,9%), however, is higher 
than the first one (6,2%), indicating that he also had moments 
of a higher degree of participation.
S's results were very significant for the purpose of this 
study, and will be thoroughly discussed in the next chapter.
Her first result (8,1%) was higher than A's, H's and R's. In 
the following sessions, however, her participation decreased 
until reaching the mark of 0,6% in the seventh session. Her 
results did not vary considerably in the other sessions and 
another better percentage, irrespective of the first, was reached 
in session five (5,9%). Her result in session nine (2,1%) was 
much lower than her result in session one (8,1%). According to 
the criterion of comparing the first and the ninth session. S's 
participation presented a considerable decrease.
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A final and necessary comment on tables la and lb refers 
to the variation of each individual student's result in the 
same session. This non-equitative distribution of talking time 
was in part due to the heterogeneous composition of the group, 
and to other interve.ning factors which will be analised in 
detail in further discussions.
In general terms, these tables indicated that, although 
there was some variation due to the nature of the tasks proposed 
to the students in each session, to other variables like the 
group's heterogeneous composition and the absences of one of 
it's members on three occasions, there was a considerable 
development favoring the students in the distribution of the 
talking time during the experiment, evidencing a clear teindency 
for the group to increase its overall use of time for talking.
2. Students' Language Development.
In order to evaluate the degree of formal complexity of 
the students' language we adopted, firstly, the criterion of 
utterance length which is common to table 3 and table. 4, and 
secondly, the criterion of sentence complexity used in table 5.
Still in this group of analyses-we tried to demonstrate 
the students' contribution to the communication of the group 
by means of a table in which we considered simultaneously the 
participation of the students (expressed by their percentage of 
interventions) and the quality of such participation (expressed 
by the criterion of utterance length). This table/number 6
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may be said to be a combination of the previous ones. We will 
briefly discuss them, one by one.
2.1. Mean Length of Utterances Based on Words(m.1.u.w.)
TABLE - 2
MEAN LENGTH OF UTTERANCES BASED ON WORDS (m.l.u.w.)
C; U B J E C 1' s
Sessions I> ia iI H R S
■ "dNU X NU X NU X NU X NU X NU X
ist 69 3,8 34 3,8 18 2 ,9 16 2,8 16 3,3 21 2,0 3,25
2nd 85 3,7 28 2,8 30 3 ,5 24 2,6 24 2,5 16 2,2 3,17
3rd 74 4,8 26 3,7 44 4,8 25 3,9 28 3,6 10 2,4 4,27
178 3,6 157 3,0 - - 80 2,4 49 3,6 06 3,5 3,19
5^^ ■ - - 41 2,6 30 2,7 44 3,5 39 3,5 12 4 3,17
gth 42 3,8 25 2,9 12 3,5 17 2,8 - - 2 2 3,34
97 3,8 61 3,5 12 3,5 24 2,7 17 4 2 1,5 3,57
gth 93 5,6 62 3,6 37 6,9 28 3,3 25 3.9 11 2,6 4,77
57 4,6 26 3,9 24 6,8 17 5/2 9 4,8 ■' 4 5,7 4,97
(j = 1,:i,.. .6; iL = 1 ,2,:J,...9)
NO - Individual's number of utterances per session 
Xj - Individual's m.l.u.w. per session 
- Group’s m.l.u.w. per session
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The main purpose of this table was to verify whether 
there were signs of development in the students’ m.l.u.w., 
considering them individually and as a group.
The group’s m.l.u.w, in each session presented a clear 
progressive tendency, from a mean of 3,35 in the first session 
to 4,97 in the last.
Taking the students individually, their performances 
presented the following patterns.
The highest m.l.u.w. reached in the two sessions 
belonged to A who presented the best development curve, 
begining with 2,9 and reaching 6,9 in session eight and 6,8 in 
session nine. What was important in A's individual behavior in 
this table was the fact that his participation not only
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maintained its level, but also increased (according to tables 1 
and 2) in the last two sessions, leading to the conclusion that 
even in absolute numbers the majority of his utterances in 
sessions eight and nine were longer than the group's average,
H's and R's behaviour was very similar. Both presented 
uniform development in the first three sessions with the same 
participation. In session four R's m.l.u.w. was higher than H's, 
despite his lower participation. As H participated more, he had 
more chance to produce short utterances which affected his mean. 
In session five, again, their results were equivalent. In session 
six R was absent, H's result, as was expected, decreased 
considering the exceptionally short duration of session 6, From 
session seven on, both students' results increased again, 
reaching their best mean in the last session - 5,2 and 4,8 - 
respectively. According to the criterion of comparing the first 
to the last result, H and R presented development in their m,l,
u.w. from the first sessions to the last.
Student P presented a very regular performance from the
first session, considering her high participation throughout the
2sessions. In session three her m.l.u.w. increased considerably.
In sessions four, (she was absent from session five) six and 
seven her results maintained their level. In session eight she 
reached her best result - 5,6 and her final m.l.u.w. 4,6 
revealed that there was development in her performance, 
considering the first session.
Student Ta's development according to this criterion was 
very timid. Her m.l.u.w. presented a consistent pattern
2
As this phenomenon was common for all the students, we came to 
the conclusion that there was an important variable to be 
analysed in session three which could be responsible for those 
high results.
68
throughout the nine sessions with a slight variation in session 
five. Her final mean, however, was higher than the previous 
ones, showing as the criterion established, a sign of 
development.
S's m.l.u.w. was the most irregular of all. In the three 
first sessions she presented the lowest means: 2,0 - 2,2 - and 
2,4, In the fourth session, her mean increased considerably, 
reaching the group's average. In the fifth session her mean was 
still higher - 4,0 - but in the three further ones it decreased 
to: 2,0 - 1,5 and 2,6 - respectively. In the last session, 
however, her mean was exceptionally high - 5,7 - which, according 
to the criterion of comparing the first to the ninth session, 
revealed a very significant development in her linguistic 
performance.
At this point the main limitation of this table became 
evident. According to table 3 there was not a direct relationship 
between the students' m.l.u.w. and their level of participation, 
i.e. the ones who participated more did not necessarily present 
higher m.l.u.w. P and Ta, for example, who had the biggest 
participation (according to tables 1 and 2) were the ones who 
obtained a lower m.l.u.w. On the other hand, S, whose parti­
cipation was exceptionally low, presented a very high m.l.u.w. 
(5,7) only inferior to A's (6,8). These results did not take 
into consideration the individual student’s real contribution 
to the communication of the group. What this table revealed was 
simply that the students who produced a low number of mainly 
long 'rehearsed' utterances (like S) had more chance to reach 
a high mean (considering the way it is calculated), so 
conveying a false conclusion on these student's performance.
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This limitation pointed to the necessity of another table in 
which the quality and the quantity of utterances were considered 
simultaneously (See section 2.4).
In summary, however, irrespective of its limitations, the 
overall results of table 3 demonstrated that, although not being 
the purpose of the experiment either to teach the students how 
to produce long utterances or to evaluate their communicative 
ability by means of this criterion, all the students' m.l.u.w. 
in session nine improved when compared to those produced in 
session one.
This evidence made it clear that when the students are 
immersed in a real communicative situation, supported by a 
social context in which integration is possible, they are more 
likely to develop their linguistic ability and in this process 
dominate the use of a foreign language more effectively. This 
is even a more important conclusion if we remember that in 
normal classes none of the language, simple or complex, would 
be used in communicative interaction.
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2.2. Percentage of Utterances with more than seven words,
TABLE - 3
PERCENTAGE OF UTTERANCES WITH MORE THAN SEVEN WORDS
Subjects P T A H ■ R s TOTAL
Sessions NU a NU 8 HU % NU 9 NU 6 NU 3 • NU «
6
W- 8,6
5 14,7 113“ r?" 21 11T R 6,3
^nd 19 22,3 3w i0,7
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5W 29,4 11,5 16,4
5“ 07 5 ,9 3981^51 2 0 ,5
Table 3 was related to table 2 - both deal with the 
students' linguistic ability to produce long utterances. While 
the latter presented their m.l.u.w. taking into account all 
their utterances, this table showed in absolute numbers (and 
percentages) the individual students' utterances with more than 
seven words and these utterances as a percentage of each 
student's total utterances, in each and in all the sessions as 
well as the group's totals.
The number seven to represent a satisfactory number of 
words in an utterance, was taken from miller (1956)^. It also
3..,Miller, G.A. "The Magical Number Seven, plus or minus two: 
Some limits on our capacity for processing information". 
Psychological review 63: 81-97, 1955.
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suited the purpose of this table for statistical reasons.
The main purposes of this table were firstly to provide 
another overall view of the students' linguistic behaviour,in 
an attempt to verify whether they confirmed the signs of 
development presented in other tables or not, and secondly to 
help the discussion of the relationship between either the 
methodology or the activities proposed to the students and their 
ability to produce longer utterances.
In the nine sessions the students produced 398 utterances 
with more than seven words, 20,5% of their overall total. Of 
these, 188 were due to student P who alone produced 47,2% of 
these sentences. But if we consider all her interventions (698) 
her individual percentage of sentences with more than seven 
words will be 26,93 (still superior to the group's average).
The highest individual percentage - 29,46% - was A's who 
also presented a higher result than the overall percentage of 
the group.
In the third position came Tawith 78 of these utterances, 
representing 17,33% of her overall total.
R produced 34 utterances with more than seven words from 
a total of 207. His percentage was 16,42%.
H's percentage was 11,63%, obtained with 32 utterances 
with more than seven words of a total of 277.
S produced only 5 utterances according to this criterion 
and out of a total of 84, her percentage was 5,95.
These numbers demonstrated more clearly than the results 
in table 2 each individual student's linguistic behaviour
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considering the criterion of sentence length. If in table 2 it 
was not clear that S's individual performance was poorer than 
P's and 1^ 's, in table 3 such a conclusion became evident, 
considering their percentages of utterances with more than 
seven words in each of the sessions as well as their overall 
results.
A's superior performance was confirmed by his results in 
table 3.
R's and H's performances did not present significant 
variation in relation to table 2.
Considering its objectives, table 3 pointed to the 
conclusion that, although presenting some variation in session 
three and five due to variables already mentioned the lenght 
of the sessions and (in this case specifically)the nature of 
the activities in each session - there was a sign of 
development in the students' linguistic ability, according to 
this criterion, specially if we compare the overall results of 
sessions one and nine.
In addition, 4 of the 6 members of the group used 
sentences of more than 7 words from 16 to 26% of the time. Only 




SENTENCE EMBEDDING: COMPLEX SENTENCES
Total %
2 S - nodes 24 21 13 10 20 35 34 168
3 S - nodes 14 49
4 S - nodes 19








• 33,5 241 12,5
As was mentioned before we tried another criterion - 
sentence complexity - to verify whether the students' language 
presented linguistic development during the experiment.
The purposes of the above figures, were, firstly to look 
for linguistic development in the group's language according 
to the criterion of sentence complexity, and, secondly, to 
verify the relation of the activities proposed to the students 
as well as the methodology we have developed during the 
experiment and the group's ability to produce complex sentences.
The results, although not very consistent because of the 
short duration of the experiment (only 9 sessions), demonstrated 
again that the activities in which the students had'to tell 
stories' like the ones proposed in sessions 3, 8 and 9 were 
more likely to stimulate the production of more elaborated 
sentences. On the other hand, an activity proposed in session 
four - 'The map activity' ~ (asking and giving directions),
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although very productive in terms of numbers of interventions 
(see tables la - lb) did not demand the production of complex 
sentences. The information was always short and objective. In 
terms of communication, session 4 was very rich, but for the 
purpose of this table it was almost as poor as session five 
whose results, in this table, were the lowest.
In session 5 two variables could determine these low 
results, besides its short duration (only the second part of 
the work was recorded). Firstly, the nature of the activity 
proposed to the group - 'Describe and arrange objects in a 
room' - which demanded again short objective information which 
the students conveyed by means of short sentences, and secondly 
the absence of the strongest student whose participation was 
very important for the development of the group's performance
4
above its usual level.
What was clear in the results of table 4 was the presence 
of a progressive tendency, especially observed in the last 
sessions. This evidence reinforced once more the conclusion 
that when the students are immersed in a learning process in 
which they have opportunity to take initiative, as well as to 
work collaboratively in order to solve real communication 
problems, they are more likely to develop their linguistic 
ability.
4This aspect of group interaction will be discussed in the next 
chapter.
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2,4. Percentage of Individual Contribution for the Group's Coinmunication
TABLE - 5
PERCENTAGE OF INDIVIDUAL CONTRIBUTION FOR THE GROUP'S COMMUNICATION
Sessions P T A H R s
ist 46,3 i9,8 9,2 7,9 9,4 7,4
2nd ■ 48 11,9 16 9,5 9,2 5,3
3^^ 40,2 10,9 23,9 11 . 11,3 2,7
4th 42,6 31,4 . - 12 ,8 11,7 1,4
5th - 20 ,2 15,4 29,3 25,9 9,1
49 22 ,2 12,9 14,5 - 1 , 2
,th 48,5 58 5,5 8,5 8,9 0,4
gth 44,1 15,8 - 2 1 ,6 7,8 8 ,2 2,4
gth 38,5 14 ,8 24 12,9 6,3 3,4
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This table arose from the necessity of considering 
simultaneously two very important factors which ^contribute 
effectively to communication in any circumstance: participation 
and language efficiency.
Table 5, therefore, tried to show in percentages the 
students' individual contribution for the group's communication 
(NUj X ), in relation to the total contribution of the group
NUj X ), taking into consideration both the quality and
j = l
the quantity of their utterances.
For the purpose of this table the, term quality will be limited 
to the category of length and the term quantity will refer to 
the number of the students' interventions.
The main purpose of this table was to demonstrate that the 
students' contribution to the communication of the group was 
determined by two factors which should be considered simultane­
ously: their participation (numeral criterion) and the quality 
of their interventions (linguistic criterion).
The results (transformed into a graph) pointed to the 
following conclusions:
Student P's performance provided the best contribution to 
the succesful communication of the group. Her results, very 
regular in all the nine sessions, were-far higher than the others.
In the second position came A in sessions 2, 3, 8 and 9, 
and Ik in sessions 1, 4, 6 and 7.
In session five, marked by the absence of P, H reached 
the first position and R the second. In this session the 
distribution of the participation was more equitable, pointing
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to the importance of discussing the effects of the absence or 
presence of a stronger student on the group's performance.
H and R disputed the third and fourth position all 
through the nine sessions. The first had better results in 
sessions 4, 5, 6 and 9 and R reached higher percentages in 
sessions 1, 3 and 7, with small differences, however.
Student S's performance is realistically represented by 
this table: her contribution to the group's communication was 
very small and only in sessions 1 and 5 (symptomatically) her 
results were around the group's average.
The results provided by table 5 confirmed our impression 
that P and S would represent extreme positions, while A. Ta.H. 
end R, the majority, would be representative of the group's 
average.
Table 5 also pointed to the fact that the criterion of 
sentence length alone was not the most appropriate to evaluate 
the student's communicative ability, and that on the contrary, 
such a criterion, if considered as determinant, could lead to 
false conclusions. It became clear, according to table.5 that 
in a communicative situation what counted more effectively was 
the students' participation, viewed here as the number of 
interventions.
3, Communication Strategies and Communicative acts of the 
Students and the Teacher.
In this group of analyses we firstly checked to see what 
kinds of Communication Strategies the students developed during
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the experiment as well as trying to identify the acts of 
cooperation among themselves.
Secondly, we made an attempt at categorizing the teacher's 
interventions in order to discuss the role of his/her participation 
in such classes.
3,1, Communication Strategies (Tarone's Categories)
TABLE - 6
COMMUNICATION STRATEGIES (TARONE’S CATEGORIES)
COMMUNICATION STRATEGIES 
(TARONE'S CATEGORIES)
. S E S S I 0 N S
1. Paraphrase
Approximation
iSt 2nd 3rd 4th 5th 6^^ 7th gth 9th T
- 1 3 7 1 6 6 1 3 28
Word Coinage - - - - 1 - 1 - 1 3
Circumlocution 2 1 - - - 1 2 3 6 15
2. Borrowing
Literal Translation 2 4 7 12 1 1 8 14 7 56
Language Switch - - 4 5 4 - 2 5 4 24
3. Appeal tor Assistance 1 4 5 3 3 3 13 4 4 ■40
4. ' Mime 2 1 - 1 - - 1 1 - ’ e
5. Avoidance
Ttoplc avoidance 1 5 3 5 1 2 2 2 1 22
Message Abandonment 2 11 9 7 8 5 12 13 5 72
TOTAL 10 27 31 40 19 18 47 43 31 266
In the literature on second-language acquisition terms 
like "learning strategy ", "production strategy" and "communication 
strategy" are still producing confusion, particularly when used 
interchangeably.
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Tarone's^ discussions on the notion of communication 
strategy seemed to be very clear and also the most appropriate 
for the present study, even though we were immersed in a 
Foreign Language Learning situation, and her work refers 
mainly to Second Language acquisition.
She begins her discussion with an evaluation of two past 
definitions of communication strategies.
First definition; "a systematic attempt by the learner 
to express or decode meaning in the target language (TL), in 
situations where the appropriate systematic TL rules have not 
been formed." (Tarone, Fraundeler, and Selinker 1976: Tarone, 
Cohen, and Dumas 1976.)
She says in this present article that the meaning of 
"systematic attempt" is not clear, since using this definition 
it would be impossible to distinguish a production strategy 
from a communication strategy.
In the second definition: "a conscious attempt to 
communicate the learner's thought where the interlanguage 
structures are inadequate to convey that thought" (Paradi 1973, 
Tarone 1978, Galvan and Campbell 1979), she questions the 
expression "conscious attempt", since in her opinion, it is 
very difficult to say whether a communication strategy occurs 
consciously or unconsciously. She, then, prefers to avoid 
specifying degree of consciousness in any definition of 
communication strategy, and agrees with Sascha Felix[Personal 
Communication] who pointed out that the real issue with
^Tarone, E. 1981. "Some Thoughts on the Notion of Communication 
Strategy". In Tesol Quartely, 15, 3: 285-295.
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communication strategies is to determine how the learner "utilizes 
his limited knowledge to cope with various communication 
situations". j
This definition, in our opinion, does seem to capture 
much of what is apparently going on in our transcribed data.
But Tarone goes on to say that "Communication Strategies 
do not seem to be only a part of the speaker's linguistic 
knowledge; rather they are descriptive of the learner's pattern 
of use of what they know as they try to communicate..."
She, then, presents a list of Communication Strategies, 
as an attempt at categorization of some existent Communication 
Strategies. These examples of Communication Strategies were 
taken from Tarone (1978).
The purpose of table 6 was to show the frequency with which 
these strategies occurred in the data, in order to verify to, 
what extent foreign language students also use these C.S., as 
well as to help the discussion of their role in the; learning of 
a foreign language.
Tarone's categories are the following:
1. PARAPHRASE;
a) Approximation: use of a single TL vocabulary item or
structure which the learner knows is not 
correct, but which shares enough semantic
I'
features in common with the desired item 
to satisfy the speaker (e.g. pipe for 
waterpipe)
b) Word Coinage; the learner makes up a new word in order
to communicate a desired concept (e.g. 
airball for balão)
c) Circumlocution: the learner describes the characteristics
or elements of the object or action instead 
of using the appropriate TL item or 
structure (e.g. "she is, uh, smoking some­
thing. I don't know what's its name. That's 
uh, Persian, and we use in Turkey, a lot 
of" . )
2. BORROWING
a) Literal translation: the learner translates word for word 
from the native language (e.g. "He invites him to drink,'! 
for "They toast one another),
b) Language Switch: the learner uses the native language term
without bothering to translate (e.g. balão 
for balloon).
3. APPEAL FOR ASSISTANCE: the learner asks for the correct term
(e.g. "What is this?" What if called?")
4. MIME: the learner uses non verbal strategies in place of a
lexical item or action (e.gT clapping one's 
hands to illustrate applause).
5. AVOIDANCE
a) Topic Avoidance: the learner simply tries not to talk
about concepts for which the TL item or 
structure is not known,
b) Message Abandonment: the learner begins to talk about a
82
concept but is unable to continue and 
stops in mid-utterance.
Table 6 showed that the students used these C.S. in all 
the sessions, in different degreees, according to their need 
for communication.
In session one, as the tasks did not demand much 
communication among the students (teacher-centered activities) 
there were only 10 examples of C.S. This number increased in 
the next three sessions with respectively 27, 31 and 40 examples. 
Of these, the most significant numbers were due to 'Literal 
Translation' and to 'Message Abandonment' categories.
In session 5 and 6 the absolute numbers decreased - 19 
and 18 - because, as the activities demanded in-put exercises, 
the time devoted to group work was shorter.
In sessions 7, 8 and 9 the results increased again, with 
respectively 47, 4 3 and 31 examples of C.S. The most significant 
numbers were also due to the above mentioned categories, 
although this time the category 'Appeal for Assistance' was 
also very significant, specially in session 7 (13).
The most significant number of occurrences were in three 
categories: Message Abandonment, Literal Translation and Appeal 
for Assistance with, respectively 72 , 56 , and 40 e:^ amples in 
the data.
Considering the three main divisions in Tarone's 
categories - Paraphrase, Borrowing and Avoidance - tattle 6 
pointed to the conclusion that in this foreign language learning 
situation the students' C.S. were mainly related to Avoidance 
(94), followed closely by Borrowing (80).
Another important conclusion suggested by table 6 was the 
fact that the C.S. categories related to Paraphrasing, which by 
their very nature demanded more linguistic ability, also 
played an important role in the students' efforts "to cope 
with various communication situations".
Besides presenting Tarone's Categories of Communication 
Strategies, the group also developed other kinds of C.S. which 
we called 'Fluency Protecting Devices'. Of these we classified 
two: Repetition and Rephrasing, which in our opinion were the 
most significant and deserved to be mentioned.
We found the following figures;
Sessions 1^  ^ 2^ 3^  ^ 4^  ^ t^h t^h t^h gth t^h ^
Repetition 7 10 29 39 11 18 17 40 13 184
Ifephrasing 2 7 18 17 8 6 12 7 18 95
As Repetition, we considered the strategy the students 
adopted when they needed to gain time either to remember further 
words or to organize their next phrase. To do so, they, repeated 
once or more times a word or expression, as in the following 
example taken from one of A's interventions in session- 8: 'and 
this man, the same man, he put a yellow, yellow, y§ilpw sweatee, 
and he takes a, takes his hat and, takes his hat, Jiis, his, how 
do you say?'
The second C.S. we categorized as Rephrasing W4S a strategy 
the students used, firstly, when they noticed thaf their 
sentence or expression was either incorrect or incomppehensible, 
and, secondly, when they wanted to convey the meaiiing of a wqrd 
or expression their colleagues had not understood. They tried.
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then, to make another phrase or to correct their mistakes, as 
in the following examples taken respectively from one of P ’s 
utterances in session 2 and from R's in session 3: 'I do. I 
take two long orange rods and a brown rod. And I joined? No!
I put them the extre... extreme ... no ... how to say' ... She 
tried to rephrase unsuccessfully. The teacher then provided her 
with the appropriate word. The second example was a s§lf- 
correction: ...'and I go to... to his house, and I went to his 
house by motorcycle'.
These communication strategies - Repetition and Rephrasii^
- were more frequent in sessions 3,4,8 and 9, exactly the 
sessions in which as the other tables demonstrated, the group!s 
performance towards fluency was more effective.
This conclusion brought out the importance of discussing 
the role such strategies play in the process of lei&rning a 
foreign language, and also reinforced our assumption that the 
occurrence of C.S. was a positive sign of developmerit in the 
students' ability to communicate, during the present experiment,
What was also very significant was the fact that these 
strategies had not been trained or practised in or out of class 
before hand, but represented part of the fluency learning
which the students taught themselves during the classes.
3.2. Cooperation Among the Students
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TABLE - 7 
COOPERATION AMONG THE STUDENTS





4 th 5 th ,t h gth ■ j1 T
1 . Completing o n e 's  utterance - - 4 2 3 1 - 2 2 14
2 . Suplying the wanted word/expression 1 7 6 2 7 7 i  1-1 57
3 . Confirning  the colleagues ' statements -
1
— • 1 3 4 5 2 14
4 . Completing o n e 's  information - - 4 8 1 1 3 1 7 2 36
S . Explaining  meanings - - - 2 2 1 - 2 5 1 2
6 . Making questions to as)c for more explanation - 1 7 1 2 4 2 1 2 7 45
7 ,  Bu ild ing  the sentence together - - 2 2 - - 7 2 13
8 . D iscussing  anong themselves what to do - - - 2 2 - 10 3 17
TOTAL I 4 26 34 41 11 12 47 32 208
This table presented in absolute numbers an overall view 
of the students' explicit acts of cooperation among themselves, 
which could be presented as, to some extent, the counterpart of 
the communication strategies they have developed.
The purpose of it was to help the discussion of the 
nature and quantity of such acts and their possible relation 
with either the material or the methodological procedures 
developed in the sessions.
In session 1, although difficult to define cooperation, 
since the activities were, on purpose, teacher-centered, we found 
one example in the second category.
In session 2, although most of the activities were still 
predominantly teacher-centered, 4 acts of cooperation were 
identified, all of them in the second category: 'Supplying the 
wanted word or expression.'
8 6
From session 3 on, as the materials were designed to 
stimulate group work and interaction among the students, their 
cooperation increased. In session 3, for example, there was a 
considerable increase; 26 acts of cooperation. This result was 
related to the activity 'Telling Stories' proposed in the 
second part of the session. ^
In session 4 there were 34 acts of cooperation distributed 
in all the categories. The proposed activity in this session was 
related to the function 'Asking and Giving Directions'.
In session 5 there were 41 acts of cooperation and this 
result may be considered significant because in this session 
the strongest student was absent. This fact suggests that in 
the absence of a strong student the group is more likely to 
help each other. Of these acts of cooperation the two more 
representative results were on 'Completing one's information' 
and 'Making questions to ask for more explanation', with 
respectively, 11 and 12 examples.
In session 6, considered an exceptional session for its 
short duration, the numbers decreased to 11, In this session as 
well as in session 7, the activity 'Describing People' was not 
very effective in producing cooperation among the students.:
There may be two explanations for the low results in 
sessions 6 and 7, Firstly we may correlate 'cooperation' to the 
students' number of interventions. It seems, according to tables 
la and lb that this correlation is clear; the more the students 
take the initiative, the more they help each other. And secondly, . 
the nature of the activity. As in these sessions the activities 
were in the form of a game, conpetition among the students prevents
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them from developing cooperation in the same degree as usually 
happened.
In session 8 the results increased significantly: 47 acts 
of cooperation. The activity 'Jig-saw Picture-stories' 
provided many situations in which the students had to negotiate 
information as well as to discuss the position of the pictures. 
In this process the interaction was considerable and the number 
of acts of cooperation reached its highest point. Of this number 
the two most significant categories were 'Making questions to 
ask for more explanation' with 12 and 'Discussing among themsel­
ves what to do' with 10.
In session 9 the activity was the same, but with a 
different story. Cooperation remained high (32), although less 
significant than that presented in session 8. The students 
did not discuss among themselves very much and the most signifi­
cant result was in the category 'Supplying the wanted word or 
expression'.
The most significant totals were in the second and in the 
sixth categories, with respectively, 57 and 45 acts of cooperation.
During the nine sessions from a total of 1921 students' 
interventions^, there were 208 explicit acts of cooperation 
among them, 10,7%^ . being the highest figures in sessions 3, 4, 5, 
8 and 9, again.
3.3. The Role of the Teacher's Participation.
In this part of the analysis we tried to categorize the 
teacher's interventions in order to observe whether they were
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necessary or not for the development of the group’s work.
We classified them according to their functions and those 
whose functions could not be identified were considered as 
unnecessary for the purposes of the present study.
TABLE - a
7HB ROX.B 0? T£D3 TEACHER'S PASTZCZPATZON
SESSZONS ,rd -th ,th .th
1 « lb  9 IV8  (2l£ectlons cn the tasks 37 32 17. 15u 10 51
3. TO s o U d t  speech fiaa silent/hesitant 
SFtudents ____
11 12
4. Ito CDntlrm the conversation 15 15 20 91
5 . 1b help the students to be msre explicit
6 . Tb correct
7. lb  )tsep xjp the studsnC3 * rotivation





















Ibtal of identified teacher’s interventions 78 82 51 11 415
We came to seven different categories whose functions 
played important roles during the sessions. From the total of 
the teacher's interventions (532), 415 (78%) were identified as 
having a function. From this total, 136 (32,7%) were due to the 
first category - 'To give directions on the tasks' - and 149 
(35,9%) to the sum of the third and the fourth whose functions 
were also related to the first, evidencing that the main role 
of the teacher's participation was directed at involving the
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learners in solving communication problems, rather than 
presenting content through teacher-centered explanations.
This conclusion was reinforced by the sum of the 
interventions in the second, the fifth and the sixth categories 
whose functions were mainly related to the teacher's traditional 
role 'To explain and to correct'. The interventions of these 
three categories together represented only 21,2% of the total.
The seventh category - 'To keep up the students 
motivation' - represented 7,2% of the total. This function, 
although important in any classroom situation, did not play a 
very significant role during our experiment, since the students' 
motivation in this case was provided by other factors.
Table 8 in general terms indicated, firstly that 28% of 
the teacher's interventions which could not be categorized were 
considered unnecessary^ and, secondly, that the main role of the 
identified ones was directed at involving the students in solving 
communication problems.
These results, therefore, suggested that in classroom 
situations like the ones we developed during the present 
experiment, the nature of the teacher’s participation is probably 
closer to what Barnes calls an ’interpretation mode of teaching.
■ Before concluding this section, we decided to include here 
a last table which did not fit any of the previous group, but 
whose figures contained relevant information related to error 
occurrence during the experiment. Although beyond the scope of
This fact pointed to the conclusion that, although consciously 
aware of the objective of the experiment it was difficult for 
the teacher to abandon completely his old teacher-centered 
style of conducting a FL class.
"^ See Chapter 1, page 14-6.
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the present study, such an investigation would point to further 
researches in determining the most problematic areas in the 
students' linguistic performance when trying to reapply or to 
adapt the language they have already learned to new language, 




Interrogative with no Inversion of sviiject - Be
2. Personal pronciuna (ex. She Irateaa of It) -missing the 
subject/object pronoun - using ticm wrongly
3. Wrong use of possessive adJectives/FTOTOuns 19
4. Missing the article - using it wrongly
5. \t»cabulcLry: wrong vord - eibrontal word - wordgap wrong 
verb use (ojiddslon algo) 10
6 . Afcnormal E>q>ressions - UTDCoeptable or prrfaably 
Inocuprehgnsible______________________________________
7. Prepositions 55
8 . A H  problejiB with do/does/dld as auxiliary, emission 
-tense wrong - concord - fenn of lexical verb with aiod> 
Liary
9. Ftorm or function of verb - affirmative + others
10. Sentence Structuring
U .  Prommciation
Total por Session 28
For our discussions, however, the most important 
information provided by table 9 was the low number of errors - 
437 - in relation to the total number of the students 
interventions - 1921 - In addition to this it is worth pointing 
out that these errors did not impair communication. This takes 
us back to our theoretical chapter when we suggested that error 
occurrence is relatively low in situations in which real
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coinmunication takes place, and the teacher rather 'replies' 
than 'assesses'. In this way some traditional linguistic 
beliefs that uncontrolled language practice would lead the 
learners to an undesirably high production of errors are 
somehow contradicted.
The preliminary analysis contained in this chapter has 
selected in the data a great amount of important information ; 
in the areas of interest concerning the categories established 
in the methodological section.
In the first two groups of analysis the majority of the 
final results in the first tables and graphs pinted to the 
evidence that there was development in the students' performance 
according to the criteria of those tables: their use of time for 
speaking increased and their linguistic ability developed as 
we 11.
In the second group of analyses, significant information 
on Communication Strategies and Communicative Acts of the 
students and the teacher were found. Tables 6, 7 and 8 were rich 
in this information.
Finally, the last part of the chapter included a complete 
list of the error occurrence during the experiment. Such 
research may be useful for our next discussion, specially
considering, for the purpose of the present study, the low 
occurrence of errors in situations in which the free use of 
language was predominant.
In the next chapter, we will try to correlate the most 
significant results in order to elaborate a final discussion
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and, as is expected, make an attempt to arrive at some 
conclusions and recommendations concerning the subject.
CHAPTER IV
GROUP lOTERACTIOM AND COMMUNICATIVE LANGUAGE LEARNING
For methodological purposes, this chapter will break 
down into two sections. Firstly we will discuss all the 
significant information concerning the group interaction. Under 
this major theme we intend to discuss the interactional phenomena 
which have most heavily influenced the group's work during the 
experiment. Among them the ones which appeared to be more 
significant are related to the distribution of talking time and 
to the ever intriguing questions concerning the authority patterns 
developed during the classes.
Still in this first group of themes we will discuss the 
development of cooperation among the students; their source and 
effects on the learning process and, also, the students' 
attitudes to errors and to correction.
We will also refer in this section to the strategies of 
communication the students developed during the experiment,
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since we have discussed this subject in chapter three.
In the second section we will focus on the students ' 
language development taking into special account the important 
role a real need for communication in the target language plays 
in such a learning process. As part of this discussion we will 
also refer to the students' ability to use and to adapt 
previously learnt material, through a brief analysis of the 
error occurrence found in the transcribed data.
1. Group Interaction,
1.1. Distribution of Talking Time
As we have discussed in chapter one, it is very important 
in a communicative approach to language teaching that the student 
becomes more independent from the teacher and, consequently, 
'comes to feel that he knows something from within himself and 
not from echoing the teacher or from memorizing rules and 
paradigms only' } This has a direct implication for the de cen­
tralization of power in our classes, and, in other words, may 
influence the distribution of the time for speaking.
In fact, the distribution of talking time in foreign 
language classes has always constituted a great problem for 
teachers and for course-designers as well. The former may find 
it difficult to shift from teacher-centered lessons to which 
they are accustumed, to more learner-centered activities, whose 
principles and methods the majority still do not grasp very well.
^Stevick, E.W. Teaching Language: a Way and Ways. Rowley, Massa- 
chutts, Newbory House, 1980. p.-47.
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The latter will also have the same kind of problem,
since the area of syllabus design, must still be subject to
careful discussion and investigation. 'Advance will be only
possible if we are prepared to speculate, to think divergently,
2
to question tradition'.
What usually happens in our foreign-language classes is 
the teacher's complete dominance in the use of time for speaking. 
As he controls all the activities in course it seems 'natural' 
that he speaks almost all the time, transforming the class work 
into a pretending dialogue which in the last instance is a mere 
monologue, most of the time.
The question for us, then, is how to change the 
classroom discourse in a way to allow a new system to take over, 
one in which the students progressively take the initiative.
During the nine sessions of our experiment, we tried to 
indicate some possible ways of overcoming this difficulty. By 
means of certain methodological procedures, we created 
conditions for the uses of 'exploratory speech', in small 
groups, which were chosen as the best alternative for class­
room discourse. t
According to the results of the preliminary.analysis, 
our experiment answered this first question satisfactorily. The 
students really experienced many moments in which they 
controlled their own learning-process, using most of the time 
for speaking, as well as taking the initiative on many occasions
Widdowson; H.G. and Brumfit, C.J, 'Issues in Second Language 
Syllabus Design', in The Second Language Classroom; Directions 
for the 1980's, Oxford University Press, 1981. p. 199.
2
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to solve the problems proposed to them. The figures in table 1 
are consistent enough to illustrate these statements: of an 
overall total of 2, 453 interventions, the students were 
responsible for 1921 (78,3%),
What is now for us to discuss are the most significant 
interactional phenomena that took place during the experiment 
and that may have influenced the results. This discussion is 
also important because it may throw some light on an area that 
only recently has earned the attention of the people involved 
in the teaching of languages - the interaction among the students 
and its effects on the learning process.
1,1,a, Authority patterns developed during the classes
If it is true that the learners must feel comfortable 
with the teacher, as well as with each other, in order to be 
able to communicate more easily, it is necessary that we, 
teachers, besides providing them with an environment which 
supports their incursions into such experiences, should also be 
aware of the existence and consequent effects of possible 
authoritarian behaviour developed among the students. Such 
authority patterns may influence heavily the learning process 
and a poor understanding of them may lead us to false conclusions 
based on false evidence.
To the discussion of these interactional phenomena which 
really took place during the experiment we will dedicate the 
next part of this section.
What first attracted our attention, concerning the 
students’ participation, was the performance of one student in
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the group, who, throughout the nine sessions, presented the 
highest participation in relation to the others.
Student P. effectively presented a higher percentage of 
interventions in the majority of the sessions than everybody 
else.
We could analyse her performance in two different ways. 
Firstly, we could infer that she had more experience in 
communicating in a foreign language (although being in the same 
class) than the other members of the group, and because of this 
she had established a paternalistic-competitive relationship 
with them, in order to protect them from possible difficulties 
and, (we also noticed) at the same time, she was trying to show 
to the teacher (the authority) that she was more able to handle
3
the new experience they would face.
On the other hand, we could say that what really 
happened was an interesting interactional phenomenon: when the 
students and even the teacher are accustomed to having an 
authoritarian style of teaching it is not easy for either of 
them to adopt other more democratic procedures, v;hich would, at 
least, be less competitive. Therefore, as soon as the teacher 
tries to withdraw his authority for some time, someone within 
the group feels as if he should take on his role. The one who 
assumes this role is of course, considered by the group, as 
well as by himself, as the most able to carry on such a task.
In this case there is just a change of actors. The play remains
This pattern of communication was, at the beginning, tacitly 
accepted by both the teacher and the other students. The former 
possibly saw her as the best ally for the success of the 
experiment and the latter had previously developed a respectful 




This phenomenon occurred in many occasions during the 
experiment, as was observed in table 1.
Student P and the teacher disputed the hegemony of power 
in the first three sessions, while the other five students had 
an almost evenly balanced participation, dividing among 
themselves the remaining interventions.
In order to break this power relation it was necessary, 
that the students, as a group, could experience the new pattern 
of communication we were trying to establish in the classroom.
The expected change would only be possible, according to our 
assumptions, under certain conditions. By means of methodological 
procedures we should provide a social context in which the group 
would be involved in solving problems collaboratively, without 
constant centralization of control.
According to the information we found in the preliminary 
analysis, the mentioned change occurred more significantly in 
session four and continued, with some variations, up to the end 
of the experiment.
In session four there was a noticeable decline in the 
teacher's interventions and, at the same time, an increasing 
tendency towards the students' participation became clear. This 
was also applicable to sessions five, six and eight, occasions 
in which the students reached their most significant results 
concerning the criterion of participation. In sessions seven and 
nine, however, the teacher's interventions increased again. 
Irrespective of his motives for intervening it is important in 
the present discussion to observe that the students reacted to
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this with less participation. Such an observation may reinforce 
our assumption that the students are more likely to take the 
initiative, consequently using more time for speaking, when the 
teacher withdraws his authority, that is, when a more democratic 
pattern of communication takes over.
Taking session four as an example, we may say that, as 
soon as the teacher withdrew his authority, materialized in 
table 1 by less interventions, even the weaker students' 
participation increased. Although student P's participation, a 
strong one, increased more than ten points, student Ta. got her 
highest result in this session and H. also had a considerable 
increase. At this point, therefore, a real change in the 
distribution of the talking time could be observed. P and Ta. 
divided between themselves the space left by the teacher, and H. 
on his side talked more than in the previous sessions , feeling
4
at ease to assume A's part also. For R things did not change 
very much, but his result also showed some development. Only one 
student, S, did not progress according to this criterion.
What happened to S deserves our special attention since 
it illustrates well another kind of authoritarian pattern 
developed during the experiment and whose importance and 
influence on the learning process has not been carefully 
considered by teachers yet: the students' authority towards one 
or more than one member of either a group or a class. This 
phenomenon most of the time is obscured by the centralization 
of power in teacher-centered lessons. It was not a coincidence
^A, considered the best among the boys, was absent in this 
session.
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that S's development curve began declining more significantly 
from session three on, exactly when the activities became more 
student-centered.
In session one S's participation was higher than A's, H's 
and R's. In session two and three her figures declined while all 
the other's increased. We may infer from this that she might feel 
insecure when the control of the work was not totally in the 
teacher's hands. In session four we may confirm this hypothesis. 
She became panic stricken when she perceived that the activity 
was student— -centered and that she would have to take the 
initiative and more responsability for her interventions. She 
was almost silent during this session, besides presenting signs 
of great tension. As Barnes reminds us 'It must be remembered 
that many pupils are so habituated to direction from teachers 
that its withdrawal makes them anxious or rebellious'.^
Showing this fragility S. became too vulnerable to what 
we called the group's exercise of authority on one or more of 
its members.
It was easy to notice through the observation of the 
students' interactional behaviour that S. felt she was not.well 
accepted by the group. While all the others seemed to be very 
well integrated from the beginning, specially P. Ta, R. and A.,
S and H. gave us the impression that they were considered, in 
some sense, alien to the group.
H. overcame this problem soon, not assuming the role of
I
'poor student' in the group and forcing his way through by means 
of efficient participation, like in the following example:^
^Barnes, S. Op. cit. p. 131.
^Appendix, p. 19 , lines 179 to 187.
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(H. was conducting the activity)
'P - Where I put it?
H - Hum?
P - Where I put this black rod? ( v i s i b l y  impat ient )
H - Wait a moment. Two green rods. You put the black rods 
across the orange rod. [very calm)
A - Where? On the middle? On the end?
H - On the middle.
All - Middle.
H - And the green rods on the black rod'.
He did not stop and the group was forced to accept his leadership 
till the end of the activity. Even S. felt encouraged by his 
determination and made the good contribution that follows'in the 
same sequence:




Te - I need two hands, (more laughs)
S - Under the black rod, no? [oovreot ing H.)
H - Oh! under! no on the black rod, under the black rod. 
(acoepting her cor rect i on very wel l )
Ta - (ironical) Congratulations! (to both,  maybe)
H - (laughing) Thank you! (He seems to be pleased)
S. on the other hand, had more difficulties in developing a 
positive attitude to student-centered work and, consequently, 
would need more time (nine sessions were not enough) to be able 
to profit more from such an educational process. She decided not
10 2
to fight after her bad experience expressed clearly in session 
four and asked us (by phone) to give up the experiment. She was 
really down and worried about her poor performance, since as 
she said 'her grades in English have always been very high!’ It 
became clear for us that her problem was not basically a matter 
of having a poor knowledge of the language. What happened to 
her may be explained taking into consideration her previous 
experience with a purely structural approach to the teaching of 
FL. She could be considered a living example of the phenomenon 
of the 'structurally competent but communicatively incompetent 
student’. Her astonishment at this insight is something that 
most of our students can not even experience, since the FL 
learning process in the majority of our schools does not appear 
to take into account this other dimension of the language.
The difference between S. and the other students, subjects 
of the experiment, lay in the fact that, besides reacting too 
strongly to the teacher's attempts at improving the students' 
autonomy, she also developed a feeling of alienation towards the 
group whose participants - and maybe the teacher - were not helping 
her to overcome such limitations. On the contrary, some of them 
have assumed (specially in her mind) the role of the opressor.
In session three, for example, she made many attempts at 
participating, but was, in some sense, driven back by P. and 
Ta's comments'^ :
'S - in the orange?
Ta. - And put on the orange rod.
"^ Appendix, page 1’^ , lines 102 to 105.
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P - Yes. I say "and put on the orange rod", ( v i s i b l y  
ar rogant)
S - Ok. Excuse me.
The next example, in the same session, shows more clearly that
the other girls and even R. and A. sometimes tried to make
8evident her fragility by means of ironical interventions :
'Te - Another one. Who wants to tell the next story?
All - Sônia, (many laughs)
Te - (waits) (more laughs) If you don't want, you don't 
need!...
The teacher, noticing the group's intention, tries to minimize 
the effects of what they had conveyed and changes activity.
She was persuaded to continue in the experiment and.the 
teacher subtly tried to help her in the next sessions as an 
attempt to raise her self-confidence and, consequently her 
participation.^
1.2, The influence of a strong/weak student's participa­
tion on the group's performance.
In session five we observed a considerable increase in 
H. and R's participation, as well as a good sign of revival 
coming from As P. was absent we thought we could relate
Ibid. page 22 , lines 370 to 372.
9All these interactional problems should be taken into conside- 
tation when we approach the teaching of languages in a more 
communicative way. S. and the others, for example, should have 
been sensitized to group work for better results. This, however, 
was beyond the purpose of the present study.
Buckley, Samuda and Bruton's method to improve group interac­
tion in the F.L. Classroom (1978) could have been tried, if it 
was the case.
^^See chapter three, page 5 9-60.
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those students' better performance to this fact, since it 
seemed to us that her constant interventions were tending to 
inhibit the weaker students.
This phenomenon has been documented by Stevick^^, when 
reporting what he called 'an incident' which he witnessed in a 
foreign language class.
He reports what happened with two students in the group. 
The first (the fastest) performed consistently at about the nine 
level and the second, somewhere between three and four (if 
performance were rated on a scale of 1 to 10).
Sometime later, student ^2 was withdrawn from the course for 
reasons unrelated to his language study.
The very next day, student 2 began to perform at 9 level, 
and continued in that way for the remainder of the course.- 
Stevick's guess was that, although there had been absolutely no 
evidence of any animosity or friction between them. Student 2 
had felt personally or intellectually overshadowed by 1.
Independently of the point Stevick was trying to make, 
this example illustrates well our present discussion.
Although aware of this phenomenon of group interaction,
we have to agree that P's participation is very useful for the
development of the group's performance above its usual level,
since even accepting that when she is absent the weaker may
participate more, the quality of the work (the sentence length,
the sentence complexity, the use of communication strategies)
12when she is present seems to be more efficient.
^^Stevick, E. W. Op. cit. p. 273.
12■ See tables 2, 3,4 and 6 in the Preliminary Analysis.
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At this point of the analysis we draw attention to-this 
aspect of group work. Although what we have observed above may 
look contradictory, these interactional phenomena are responsible 
for the dynamic aspect of the learning process in the group. An 
element like P. in a group may play alternate roles: initially, 
as she functions authoritatively, she may inhibit the most 
timid, but as soon as the group perceives that they all have 
equal status and, consequently, start relying on one another as 
source of knowledge and cooperation, either her efficient 
interventions or just her enthusiasm towards the work contributes 
to raise the group's performance. This observation, however, may 
not be generalized, since, according to what happened during the 
experiment, students like S. and even R., to some extent, did 
not show significant changes in their performances after session 
five .
In order to understand better what was going on, we 
compared session five to another session in which P. was present 
looking for evidence to justify our hypothesis that the 
student's language improves when a strong student is part of the 
group.
With P. present in the next sessions, the other students 
had again less opportunity to talk, but as we could observe in 
the preliminary analysis (tables 2, 3 and 4), the quality of 
their interventions showed a considerable increase. Their M.L. 
U.W. improved, as well as the complexity of their sentences.
Were all these differences due to P's participation?
We cannot assume that her presence is the only variable to 
determine the change, but as we are discussing the possible
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role of a participant like P. in group work, the information 
provided by the above mentioned tables reinforces our ideas on 
the subject.
The following passages taken respectively from session 
five and session seven may well illustrate what we have been 
trying to explain: P's presence improves the performance of the 
group. In session five she was absent.
Extract from session five.^^
'R - The clock.
Ta - Clock? Where?
R - in the middle.
A - on the wall? { t r y i ng to get move precise informat ion)  
H - Hum? [he didn ’ t  understand)
A - on the wall?
H - on the wall?... {he seems to be confused wi th the 
expression on the w a l l ) { a long pause)
A - on the floor? {he's cont rast i ng to help H. to 
understand on the wal l )
H - not on the floor.
A - on the wall? {he i n s i s t s )
H - Wall?
Ta - near the picture? {she helps H. to understand the 
meaning o f  on the w a l l )
H - Yes, near. On the picture, {he got i t ,  f i n a l l y .  In
the second sentence he wanted to say above) .
It's undoubtedly true that they are working collaboratively 
and that this kind of learning is much more significant (and of 
another quality) than the traditional rote learning. The students'
^^Appendix, page 36, lines 77 to 93.
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language, however, is very simple, since they are not challenged 
to produce more ^ aborate sentences. Everybody seems to be 
satisfied with this level of performance. On the other hand, the 
same exploratory experience attains higher levels when a strong 
student like P. is participating, because she, herself, goes 
beyond the ordinary level of the group, and in this process she 
also forces the group to improve. As they are exposed to more 
complex language, they have to pay more attention to v/hat is 
being said. All their linguistic abilities, either receptive or 
productive are then tested and a new level of expectation 
arises. Compare, for example, the quality of Ta's interventions 
in each passage.
14Extract from sessions 7 :
'P - Ok. I here, I have a woman. She is very old and 
she's laughing. She has a funny hat. And she has 
necklace.
Ta - She is on the third square too? So she was on the...
[her quest ion presses P. to he more spec i f i c )
P - Wait. She is opposite of the Einstein.
Ta - Ok. (she got the informat ion easi l y)
P - Now it's your turn, Ta.
Ta - I don't know where I put the man who don't, doesn't 
have... (she i s  able to produce a complex sentence)
P - hair (providing the wanted word)
Ta - hair. Ok. Where I put? (She corrects herse l f  
natura l l y  and goes on asking)
P - Is that man old? He is not young! (cont rast i ng o l d /  
young to convey i t s  meaning) . '
14Appendix, page 43, lines 35 to 59.
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Ta - More or less.
P - I don't know he... if he is... I think he's this 
man, but I'm not sure. He's wearing a white shirt? 
(twice) (a good example o f  tentat- ive language, 
charaoter ist - ia o f  ' exploratory speech' )
Ta - Yes. {She understood a f t e r  the r epe t i t i on )
P - And a jacket?
Ta - Ok.
P - Excuse me, a suit? I have, ( se l f - co r rec t i on  '
prov iding a more appropr iate word-sui t ]
H - I have too. (af ter  P's co r r ec t i on - j acke t / su i t -he was 
able to i d e n t i f y  the man)
P - Put this man... Oh, er, you have... (She did not 
give H. the oppor tuni ty to take the i n i t i a t i v e )
Ta - Four squares, ( laughing, i m i t a t i ng  P. in her f i n a l  
explanat ion)
P -No, you have three lines. Ok? I don't know if you 
say lines, but you understand. Ok?
It's on the middle, (laughs)... on the fourth square.
(Af ter  Ta's joke P. found another way to explain the 
pi c ture pos i t i on)
Ta - Ok. I understand!
It is important to notice that the difference between the 
tasks of these two extracts is only that in session five the 
students are locating objects, while in seven they are locating 
people. This difference would not explain, by itself, the 
improvement in their language, which may reinforce our 
assumptions concerning the role a strong student plays in group 
work.
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On the other hand, the opposite also occurs, and 
sometime the 'open approach' characteristic of this group work 
is largely due to the less able of them, as was also documented 
by Barnes in his studies on the learners' interaction.^^ See 
for example, R's role in the following passage(there has 
been a confusion between the concepts right/left)...
'R - Repeat] Repeat]
H - In the left, on the right... {confused)
Ta - Right, Ok, S.?
R - My right, or your right?
P - Right? Ah!... {She was wrong too)
Ta - We. Our right.
H/Ta. - Our right!!]
P - Ah! ?(inaudible) here! It's not there'
It is clear that P. would not have reached the place had 
it not been for the pressure which R. puts upon his friend by 
questioning, by insisting upon an explicit answer.
There will be many examples like the one above in the 
transcribed data, but the point to be made here is that the 
social process provided by group work contributed most 
importantly to the level of explanation reached: without R's 
help (the weaker), P. (the stronger) would not have gotten the 
desired information.
As a natural sequence of this discussion, in the next 
part of this section we will deal more specifically with the 
feature of group work which has most significantly contributed
^^Barnes, D. Op. cit. p. 40-41.
^^Appendix, page 30, lines 357 to 364 .
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to encourage pedagogical experimentation in this area: the 
spontaneous presence of peer teaching as well as peer correction 
during the development of small group activities.
1.3. Cooperation Among the Students.
As has been predicted in recent FL literature, 'as the 
years pass, teachers will be finding new and better ways of 
getting students to help each other l e a r n o u r  experiment 
demonstrated that when the students can talk to each other and 
share one another's thoughts and feelings, they are also more 
likely to rely on one another's knowledge of the language, and 
in this social context, develop many forms of cooperation.
I
As Stern has pointed out when commenting on the approach 
developed by Curran (197 6), 'in such a socially accepting and 
totally unthreatening group atmosphere, language ignorance can 
be frankly admitted and gradually overcome by joint group 
efforts'.^®
Although we have previously discussed some authoritarian
behaviours that influenced the performance of some students during
the experimental classes, evidencing that our group was not 'so
19unthreatening' as might be desirable, we found enough evidence 
in the preliminary analysis to say that the cooperation among 
the students really played a significant role in the learning 
process the students experienced during the data gathering
17Alle, V.F. 'Learning for Communication: Pratical Considera­
tions', in Alatis, J.E. et al (eds). Op. cit. p. 152.
1ftStern, H.H. 'Communicative Language Teaching and Learning: 
Toward a Synthesis', in ibid. p. 139.
As we have observed before, nine sessions were not enough to 





They gradually built up an independent relationship 
between the group and the teacher, and in this process they 
began relying on one another as an alternative and maybe closer 
source of knowledge, confirming to some extent our assumptions 
stated in the theoretical chapter, concerning group work and 
decentralization of authority.
As has been pointed out by the preliminary analyses, the 
students' cooperation increased in direct relation to the 
emphasis given to group work and interaction among them. See, 
for example, how effective and progressive was peer-teaching in 
sessions four, five and eight, from which we extracted the 
following passages respectively:
1. 'P - Three. Ok. Now where are you?
Ta - I'm in the hospital.
H - Yes, from the library (he pronounced l i b r a r y ) , to the 
library (the same mistake) .
P - Hospital do the library, (she prov.ounced the word
" l i b r a r y ” c o r r e c t l y ) .
Ta/H - Ok. (H. repeated in low voice -  " l i b r a r y .
This is a very common example of what we classified as 
an act of cooperation among them. We could also call it peer 
correction. There is also, in this example, an element of self­
correction on the basis of a peer's example. H. notices the 
different pronunciation of P., identifies his pronunciation as 
a mistake, and corrects himself privately without any need of 
coercion.
^^Appendix, p, 28,lines 268 to 271,
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The important aspect of such acts, however, is that correction 
and/or help comes from a partner with the same status and rights, 
and not as an external intervention from an authority,
2. R - radio, (he pronounced the word as i n  Portuguese)
H - radio? (many laughs from everybody)
A - Where's the radio? (pronouncing c o r r e c t l y )
R - The radio is.., ( cor rect i ng himsel f )
H - on the table, small table,
A ~ small table, near the sofa,
R - on the right 
H - on the right.
They are obviously constructing the sentence together in 
complete integration. The same happens in the following sequence:
Ta - Where is the radio?
S - Please, repeat,
H - on the table.
Ta - on the table,
H - small table, near the sofa.
Ta - In fron of the sofa? ( trying to make them more specific)
H/R - No, beside.
Sessions eight is very rich in significant acts of oooperation 
aitong the students. They ware really engaged in solving the problem together. 
See, for exanple, how exploratory their discussions in session eight are.
By 'exploratory speech;we should clarify that we mean any use of lan­
guage for comirajnicative functions. That is to say, tte students' use of 
language for all forms of oooperation, including self - and peer - correction, 
as well as for the developitent of conmunication strategies. All these features 
were considered 'ej-^ sloratory speech‘ for the purposes of the present study. 
They were always dicussing among ttemselves what to do and the teacher' s in­
^^Ibid. p. 37, lines 122 to 129.
^^Appendix, p. 37,lines 131 to 137.
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interventions, (when they occurred) were often u n n e c e s s a r y . 23
In this activity the students have to describe the pictures they 
have received from the teacher. The object of the 'game' is to 
put all the frames of a story together, in a right order. They 
can not see each other's pictures.
3. 'P - Ok. And she's wearing a red dress. And I think that he 
is going out, when she doesn't see him and when he is 
going out (stresses going o u t ) she called, she called 
him, (she laughs) and (she laughs) she turns, turns his 
head and look very surprised, because he don't like that. 
But I think he is going out.
A - Without her. (completes the i nformat ion by conjecture - 
he cannot see P's p i c t u re . )
P ~ quickly (laughs) and she is talking, she is talking
certain, but I don't know what. That's all... It's night.
A - Can I put... (wants to s t a r t  organizing)
Ta - I suppose the second is here, because she is coming to 
the home...
P - But, but R. também has... (problem -  raises an object ion)  
Ta - But in his (many laughs because of the word tambim) 
(object ion to P.)
A - Remember the picture that he is at the telephone? That 
is the second! (suggest ion)
P - Then, R's picture. He is going house and her wife 
(suggest ion f o r  next wi th explanat ion)
H - and her wife ( a l l  r e c a l l  the informat ion
P - waiting
, r about R ’ s p i c t u r e . )H ~ listen ( f or  hrm) and she'sj
waiting




P -Ham, ham, I think, (agrees)
A - But she's (mean-ing he) with, with the hat and when he
listen the telephone he is not with the hat... ( raises  
ohjection of his own previous suggest ion)
■ P/Ta - Oh! He take off the ha.\.\(draws a new aonolusion)
Ta - (laughs) but we... (other problem)
A - Look at the eyes... he is tired, (suggests possibly  
s i g n i f i c a n t  evidence)
P - Oh! My God!
A - I think that, (opinion)
P - You see I'm so (inaudible) (laughs)
Ta - The third I suppose... Ok. (opens search f o r  next p i c t u re )  
(...)
R - I think the... H. (suggests next p i c ture in sequence)
H - My? (checks)
R - Yes.
P - H.? It's impossible! ( re jec ts)
R - The other? (guessing to accompany the search)
Ta/P - No, no, the other! My God! ( r e j ec t i ng  the suggest ion)
H - In the other he's listening the telephone, he's...
(explains ' why not)
P - No, but I think, it's probably this picture, because he
is going... ( a l t e rna t i ve  suggest ion) (everybody speaking
24at the same time)'
It's undoubtedly true that their work reached a higher 
degree of sophistication evidenced by the presence of more 
complex sentences and the use of more appropriate vocabulary,
Appendix, p. 52, lines 201 to 254.9 4
115
but what was more significant all through this session was the 
student's search for ways of expressing their own thoughts 
while trying to make decisions and solve problems collaboratively.
The use of language for cooperation as well as for the 
development of communication strategies can be easily seen in 
relation to group interaction. Such a learning experience creates 
many linguistic possibilities, besides providing a selfHnotivated 
learning impetus which functions in these circumstances quite 
possibly better than in teacher-centered activities.
1.4. Attitudes to errors and to correction.
What we think concerning this subject has been already 
examined in the first chapter when we tried to relate the 
teacher's concept of education to his attitudes to errors and 
to correction. The question was viewed, then, as part of the 
whole process of learning, and,as such,considered a necessary 
opportunity for both the teacher and the students to reflect 
upon their knowledge.
The objective of this sub-section, however, is to 
discuss the students' ideas on the subject, expressed formally 
in a questionnaire applied at the end of the experiment, as well 
as revealed through our class routine.
It became clear, during the sessions that the real change 
in the classroom discourse only occurred when the students began 
developing a feeling of competence, gradually abandoning their 
paralysing fear of being wrong and consequently repressed, as 
usually happens, by means of immediate correction. This feeling 
of competence had been provided, among other reasons, by the
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matter of fact attitude of the teacher towards their mistakes. 
There was neither interruption for immediate correction, nor 
'negative reinforcement' during their work. Because of this 
evidence, we decided to discuss more deeply the role of correction 
in our experiment.
Some students rapidly found they were being invited to 
try to communicate using whatever linguistic resources they had. 
As they were challenged to cope with 'quasi-real' life 
situations, implying transaction and interaction, they perceived 
that they should try to recombine the language learnt in one 
context to meet the exigencies of another. In this process the 
degree of error we (teacher and students) were prepared to 
tolerate was much higher, differently from their normal English 
classes in which the main emphasis - the teaching of forms only 
through controlled language - determined the way they were 
assessed: reward (usually in form of grades) for structural 
correctness.
Having only this experience concerning the error effect 
in their learning, it was considered natural, to some extent, 
their initial resistance to more uncontrolled language 
activities, as well as their enthusiasm as soon as they 
perceived that we were aiming at the development of communicative 
ability, even though this could imply less accuracy.
Their own words about correction may elucidate better 
what we are trying to explain:
'A correção deve ser feita de maneira a não inibir o aluno.'(H.)
'Não digo que me senti mais confiante com o decorrer das sessões, 
mas muitas dúvidas e pequenos receios foram sanados através da
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liberdade de errar sem ser contrariado logo após, ' ('R, )
'No caso da correção acho que é certa, mas não na hora da fala, 
porque desorienta e perdemos o fio da meada, Acho que uma vez 
a aula terminada as correções devem ser feitas, Acho que se a 
correção fosse feita na hora, teria cortado todo o congraçamen 
to da turma e o pessoal teria se encolhido na comunicação.'(P.)
'A correção sei que é muito importante, principalmente para nós 
que estamos aprendendo uma língua diferente daquela que esta­
mos acostumados a falar. Mas em meio a uma conversa ou debate, 
a correção é bastante decepcionante, pois após a mesma, nós f^ 
camos mais retraídos,' (Ta.)
'Acho muito válida (a correção). Penso que deve ser feita no f^ 
nal da aula, abrangendo todos os erros cometidos, sem citar
o nome do aluno que os cometeu.' (S.)
'A correção deve ser feita, talvez, no final, ou no decorrer das 
conversações, dependendo do erro cometido. (...) Se os erros 
cometidos por mim fossem graves, seria melhor uma correção na 
hora para que isso não se agravasse.' (A.)
All the students were unanimous in accepting correction
as a necessary component of a learning process, but as may be
understood through their words, they also feel that this is a
2 5very complex and even controversial subject.
They also observed that correction most of the time does
not help the learners to be more fluent, on the contrary, it
2 SSee A's position, for example. He defended traditional'correc­
tion even agreeing that only 'os erros mais graves'(maybe the 
ones which impair communication) should be corrected immedia­
tely, in a clear allusion to a more unthreatning form of 
correction.
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contributes to increase the already existent fear to speak which 
the students experience in FL classes.
They defended, however, the kind of correction we deve­
loped during the experiment and which may be described in few 
words: no correction at all during their work, unless they, 
themselves, could correct each other; and, secondly, a feed-back 
session provided by the teacher after the activity, in which the 
mistakes that had hampered communication during their work would be 
corrected.
This form of correction, they continued, would be more 
effective and less frustrating, since we would not face our errors 
as an individual failure, but as something the whole group needs 
to improve. What they are saying is result of their experience, 
since all through the data we may find examples of peer.and self- 
correction, evidencing their importance in the students' learning.
We extracted the following passages from each session to 
stress this evidence:
Session 1. (They are trying to guess where the coin is hidden.)
I
P - Hum... I think it is... (pause to th ink) in your 
(gestures - mime)
H - pocket? (helping her wi th the vocabulary. )
P ~ pocket? Yes. (laughs - signs of satisfaction)
It is interesting to observe that this was the only 
example of cooperation in session 1, and the peer part was due 
to H.
2 6It is important to mention here that we did not give to this 
question the attention it deserves. The discussion about the 
role of feed-back in communicative courses is open, and what 
the present study intended to provide were only evidence of 
what we considered to be more appropriate for the case.
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Session 2. (Ta. was trying to remember the name of some objects.)
Ta - Knif? (wrong pronunciat ion)
A - Knife? (pronounced c o r r e c t l y )
P - Knife, ( reinforced the r i g h t  pronunciat ion)
(At this moment Ta did not say anything, but later she used the
word correctly without hesitation.)
Session 3. (They are working with rods, trying to give
instructions on how to make geometrical figures. They 
can not see the figures, except the pair who is giving 
the information.)
P - I said each pink rod on each blue rod. Now...
Ta - standing, (complet ing P's i nformat ion)
P - Stand. Now, take a yellow rod, one yellow rod and put 
between the blue rods, (laughs) (pause) ... Now
Ta - No! Along. (Ta was more s p e c i f i c , always t e l l i n g  P 
what to say.)
Session 4. (They have.to get to some place, following the 
partner's instructions on a city plan.)
Ta - In the Fish ... at the Fish Lane, ( s e l f - co r r ec t i on :  
i n - at )
(...)
Ta - But it is not in the corner.
H - at the corner.
Ta - at the corner, ok.
Session 5. (They are trying to locate objects in a room by means 
of their colleagues' instructions.)
S - On the floor, near the chair.
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Ta - the arm-chair.
H - The arm-chair? ( I t  served to H. Also. )
Session 6. (They are describing and locating people.)
H - Who has my man?
A - I have.
H - Where I put it? him. ( s e l f - c o r r e c t i o n )
Session 7. (The same activity)
R - I have the black man. ( Ee should have said woman)
P - What? (Showing surpr i se)
R - Ha! black woman. ( Se l f - c o r r e c t i o n )
P - Ah! She is wear... She is with ( f or  car ry ing) a 
newspaper or magazines?
R - Yes. She's carrying... (provides her wi th the 
appropr iate word)
Session 8. (Putting the pictures together to form a story)
P - (describing her picture) A man who doesn't have hair.
H - Bald Man?
A - Bald man?
All - Bald man.
P - Yes. I think that.
Session 9. (The same activity with other story)
A - Ok. I'll begin. Er... on er,a picture, I have a man, 
he, I think, that is a man who is smoking and she (he) 
is very er...
P -Sad? ( t r y i ng  to help him)
A - No. It's not sad. It's...
P - Happy? (cont rast ing)
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A - No. No. She's he's (Se l f - c o r rec t i o n ) the man (to make 
clear  the 1^) is smoking, he's thinking about 
something (...)
(Al though they were working co l l abora t i ve l y  they did 
not f i n d  the word-thoughtful  - they were looking f o r .  
This did not make them stop,  anyway.)
This kind of correction is undoubtedly of another quality 
and its result also differs intrinsically from the traditional 
one.
Correction as is usually carried out in normal classes - 
immediately after the error occurrence and personalized - is 
just another burden to the learners since the inhibitions and 
the defenses which they place between themselves and the others 
are increased and consequently more likely to prevent them from 
communicating in a foreign language.
'Anyone who has learned a foreign language is acutely 
aware that second language learning really necessitates the 
making of mistakes. We test out hypotheses about language by 
trial and many errors; (...) If we never ventured to speak a 
sentence until we were absolutely certain of its correctness, we 
would likely never communicate productively at all. But mistakes 
can be viewed as threats to one's ego. They pose both internal 
and external threats. Internally, one's critical self and one's 
performing self can be in conflict: the learner performs some­
thing wrong and becomes critical of his own mistakes. Externally, 
learners perceive others exercising their critical selves, even
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judging their very person when they blunder in a second 
,27language.
Student S's performance throughout the sessions provided 
a very clear example of how these feelings may affect the 
learner's work. Her fear of making mistakes was so strong that 
she prefered not to speak unless she were sure she would produce 
a correct sentence. This affective phenomenon, already analised 
in this chapter, was in part, responsible for her extremely low 
participation and consequent non-significant linguistic deve­
lopment during the experiment. She experienced an acute feeling
2 8of alienation in those classes.
Earl Stevick (1975) spoke of many forms of alienation 
involved in language learning: alienation' between our critical 
expectation and what we perform, alienation between our native 
culture and the target language culture, alienation between the 
learners and the teacher, and what is more difficult to overcome, 
alienation between the learner and his fellow students. All
these forms of alienation have their origin in the defenses the 
learners build around themselves in order to be protected from 
frustation. Since those defenses inhibit learning, their removal 
or, at least, the possibility to minimize the effects of 
alienation on FL learning is an important pedagogic task
27Brown, D.H. 'Affective Factors in Second Language Learning; in 
Alatis, J.E. et al (eds). Op. cit. p. 117.
28 In differente degree all the students had experienced this 
feeling in different moments of the sessions, although the 
pedagogical theory which supported all our methodological 
procedures attempted at creating contexts for meaningful 
classroom communication such that these affective problems 
were also taken into consideration in order to be minimized.
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imposed upon those who are involved with language teaching. In 
this respect we may say that correction is in the centre of the 
problem, determining the limits of our pedagogical progress 
towards a communicative approach to FL teaching, A poor unders­
tanding of what is involved in the process of correcting errors 
in communication may easily undermine the basis of its methodo­
logy.
Our ideas concerning this question have been discussed 
in two stages, in chapter one, supported by theory, and in this 
section, in the light of what we experienced in real classroom 
situations.
All of what we have examined above may be said to be the 
result of this study's incursions in the affective domain in FL 
learning, an area which only recently has been deserving 
systematic research, but whose importance can not be neglected 
any more, if we are to be in tune with the language teaching, 
methodology for the 80's.
2. The Students' Language Development.
In the previous section we discussed the interactional 
phenomena which in our opinion had most significantly 
influenced the learning process during the experiment. It is now 
desirable to proceed to an evaluation of the language the 
students used in the experiment. Such an assessment, in this 
final part of the dissertation, is necessary to verify to what 
■extent the evidence of the preliminary analysis may be considered 
as a sign of linguistic development. If in this evaluation we find
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indications of linguistic improvement, we will, then, examine 
which features of the learning situation it could be attributed 
to.
Our hypothesis is that linguistic development in the 
specific case of our experiment may be due to, at least, two 
main influencial factors: firstly, the psychological situation 
in which the students found themselves - in other words, the 
changes in the classroom atmosphere provided by the new 
pedagogical orientation on which the experiment was based; and 
secondly, the type of linguistic tasks the students were 
supposed to do, a factor more related to the methodological 
area.
Our last investigation will then concern the students ' 
ability to adapt structurally learned material to communicative 
purposes; that is to say, how much of their learning they are 
able to reapply creatively.
The first problem we face when dealing with evaluation 
relates to the questions what and how to test. Before we can 
discuss the evaluation of F.L. learning, therefore, it is 
necessary to clarify precisily what is to be tested, that means, 
we have to make clear the objectives ; the course is pursuing.
In more traditional classroom environment, heavily 
influenced by structural linguistics, the students learn the 
language stage by stage beginning v/ith the reproduction of 
vocabulary and forms of the target language and then using these 
elements in guided drills and exercises. In such a learning 
context, evaluation is less complicated, since the external 
behaviour, namely what is being tested is easy to observe and.
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consequently, easy to test and even to quantify.
In this context, specially before the 60's, most second 
language teachers were using global techniques such as transla­
tions, resumes, compositions and dictations to evaluate language 
learning. More recently, however, from the 60's on, discrete 
item tests have been largely accepted. Since they were 
constructed to measure a broad sample of discrete points, they
could determine general language proficiency, concerning the
 ^ . . .  29training of accuracy.
Even though the use of multiple-choice items and 
standardized scoring techniques permitted that testing could 
attain high levels of reliability, as well as objectivity,,when 
the teaching of languages began focusing on the students' 
communicative ability, it became clear that such tests would not 
be appropriate to provide an acceptable evaluation concerning 
language fluency.
Many questions arise when we think of evaluation where 
the focus of a course is on the communicative ability. Consider 
the following:
- Would the mastery of the elements of a language itself imply 
or of itself lead to the ability to use that language for 
communication?
2 9Accuracy here relates to what Krashen (1977) calls "language 
learning" and Rivers (1975) refers to as "skill-getting",
*^^ For a better understanding of the distinction between fluency 
and accuracy as well as the relation between these terms v/ith 
"language acquisition" and "language learning", see Krashen, 
S.D, 'The Monitor Model for Adult Second Language Performance', 
in M, Burt, H, Dulay, and M. Finnochiaro (eds,). Viewpoints 
on English as a Second Language, Regents Publishing, Co., 1977.
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- Would the ability to translate guarantee that the students 
know how to produce those pieces of language in a 
communicative context?
We believe the answer for both questions is negative.
Even considering that the students know very well how to 
manipulate grammatical structures, there is no way to test the 
improvement in their communicative ability, if we adopt the 
above procedures to evaluate.
Any of the well known and accepted kinds of tests 
present many limitations concerning the evaluation of communica­
tive ability. These limitations are not only a result of the 
increased complexity such a process implies, but specially a 
consequence of an incipient discussion and specification of 
course objectives. What do we know, for example, about the degree 
of fluency, the level of vocabulary, the quality of structures a 
secondary student should be able to use at the end of his 
language course?
For our specific case - how to evaluate the students' 
communicative ability we have found that not one of the existing 
models of tests would be appropriate for the experiment, even 
the ones which are integrative in nature and which would require 
more realistic language use.
Oiler (1979) has written widely about "pragmatic tests" 
which he defines as 'any procedure or task that causes the 
learner to process sequences of elements in a language that 
conform to the normal contextual constraints of that language 
and which requires the learner to relate sequences of linguistic 
elements via pragmatic mappings to extralinguistic context.
^^Oller, J.W. P. 'Language Tests at School'. London, Longman, 
1979.
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In other words what he proposes is an evaluation through 
communicative tasks. In a way, this kind of 'test' would be the 
most appropriate for our experiment, if we were not aware that, 
since the students in such situations have the power in 
choosing the structures, not all the structures we could 
possibly; intend to test would be used. That means, the 
strategies of communication the students normally adopt, when 
immersed in real communicative situations are more likely to 
determine the choice of structures they will use, no matter what 
the teacher wants to test.
After all these considerations on the limitations of 
testing it becomes again clear that we did not use these 
procedures to evaluate the students' language developmentiduring 
our experiment.
What seemed more important for the purposes of the present 
study was a simultaneous evaluation of both the students' use of 
language for communicative purposes and their language efficiency. 
The first relates more intimately to fluency and the latter to 
accuracy, considering the possibility of taking these two aspects 
of language separately. Such an evaluation could be considered a 
synthesis of the information contained in the tables.
As an indication of development, then, we considered the 
students' performance under those two aspects; a purely 
linguistic one, manifested by their capacity to use longer and 
more complex sentences with relative accuracy, and a second, 
related to their ability to use language for communicative 
purposes, manifested by the presence of uses of language that 
would not normally occur in traditional classes, such as
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language for cooperation and self-correction, as well as for 
the development of communication strategies.
What we found in the preliminary analysis was an 
intimate relationship between these two aspects of language.
There was a clear correlation among the results of the tables, 
as has been mentioned before. In the sessions where the students' 
participation was high, for example, there was also more 
cooperation, more communication strategies and less intervention 
of the teacher in the control of the activities, simultaneously 
with the presence of a more elaborated language.
At this point of the present study this confirmation of 
our assumptions sounds strongly like a positive conclusion: 
there was development in the students' language, provided by the 
use of language for communication which also was a development 
of fluency. The students improved in accuracy as they became 
more efficient in translating ideas into words.
What remains to be recuperated, now, is a brief 
discussion on the influential factors which we have hypothesized 
as being determinant for the mentioned development.
The influence of the psychological atmosphere created in 
the classroom environment our first hypothesis has been mentioned 
in previous discussions,especially in the first section of this 
chapter. It indicated that, only by means of an adequate social 
context exploiting alternative patterns of communication other 
than the traditional teacher-dominant one, the students had the 
opportunity to develop communication strategies together with 
linguistic abilities. This was clearly evidenced in the results 
of the preliminary analysis in which we may observe a correlation
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between their linguistic performance and the amount of : 
cooperation among the students, communication strategies, and 
the use of talking time.^^
In what follows we will discuss why some sessions were 
more successful than others in terms of students' performance, 
taking the nature of the tasks as the basis of our analysis.
According to the results of the preliminary analysis, it 
became evident that among the activities proposed to the 
students, some were better than others. What we mean by better, 
in this case, was their capacity to promote more cooperation and 
interaction simultaneously with the practice of language for 
referencial or learning purposes.
Sessions 3, 4, 5, 8 and 9 represented good examples of 
such activities. They were more successful classes as may be 
observed in the results of the majority of the tables in the 
preliminary analysis. There was a linguistic correlation 
between these sessions and the amount and complexity of the 
language used. This evidence can be better observed in figures 
1, 2 and 3 (chapter three), which synthesize the information 
about the students' linguistic performance concerning sentence 
length and complexity and the students' number of interventions. 
This correlation is also true concerning the strategies of 
communication as well as the development of cooperation among 
the students.
For a better understanding of this correlation compare 
the average totals of sessions 6 and 8 in tables 1, 2, 3, 4, 6 
and 7 .
See figures of sessions 3, 4, 5, 8 and 9 in chapter 3.32
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session 6 session 8
1 - Interventions 120 289
2 - M.L.U.W. 3,34 4,77
3 - More than seven words
sentences 16,3% 35,3%
4 - Sentence Embedding 12,2% 24,3%
5 - Communication Strategies 18 43
6 - Cooperation 11 4 7
Such evidence reinforces once more what the theory had 
already claimed, namely, the intimate relationship between 
knowledge and communication in the learning of languages, and 
the necessity of considering this in everyday teaching practice.
This experiment can show that teachers should not stop at 
the teaching of language forms. Such teaching proved not to be 
enough to promote communication and, at the same time,.provided 
evidence to say that even the learning of forms was less 
efficient than could be expected. The figures in the error 
occurrence table are clear enough in this respect. It was 
observed that although the students had had a great amount of 
structural input all through their c o u r s e , t h e y  were not 
always able to use these forms 'automatically' when they needed 
to communicate.
The presence of errors, although inconsistently, in all 
the eleven categories throughout the sessions, demonstrated that 
the structural pratice the students had in their course was not 
enough, not even efficient to provide them with sufficient 
automatism, which is a necessary condition for errorless
^^See table of contents. Appendix, p. 62-5.
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execution of complex tasks. The importance of automation, then, 
can not be denied, since its insufficiency is also cause of 
errors in second language performance. On the other hand, if 
the students have developed automation, they will spend less 
effort on lower-level patterns of action and more capacity is 
left for higher level decisions necessary when performing more 
complex tasks, (cf. Levelt, 1978).
This insufficiency of automation was more evident in the 
sessions in which the activities were more demanding. We 
observed, then, a correlation between error-occurrence and 
complexity of tasks. This way we could understand why, in our 
experiment, the presence of errors was higher exactly in those 
sessions considered better, concerning the other categories of 
analysis. See, for example the totals of errors in session 3(66); 
4(73); 8(94); and to some extent 9(49), sessions considered 
above as the most successful for the purposes of the experiment. 
What the students needed, besides efficient automation, was more 
experience in a new kind of learning, one in which language was 
used with communicative purposes, to be able to practice for 
fluency. In this process they began solving the problem of being 
relatively structurally competent, but communicatively 
incompetent. To a certain extent, considering the limitation of 
the experiment (specially its duration), we may say that the 
students were successful in this enterprise, proving once again 
that this shift of orientation from pure structural practice to 
the development of communicative ability, is not only possible 
but necessary to provide the students with a more effective and 
appropriate learning of the foreign language.
Besides the above explanation, another reason for the
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relative success of the mentioned activities may be found taking 
into consideration Levelt's contribution in the discussion of 
Skill and Attention Theory as far as it seems relevant to 
problems of second language acquisition. As he says: 'The 
execution of any complex task requires attention or mental 
effort. (...) A task is complex if it requires the execution of
a variety of operations in accurate temporal integration.
34Language behaviour is certainly complex in this sense.'
Of course all the tasks proposed to the students were 
complex, since they were linguistic tasks, but some were more 
demanding - the ones in sessioDS 3, 4, 5, 8 and 9, for example, 
required more effort than the ones in sessions 1, 2, 6 and 7, 
since in the former the students had to use language less,for 
referential functions than for hypothesis making or for the 
negociating of meanings. In sessions 1 and 2, on the other hand, 
the teacher controlled almost all the activities reducing the 
students necessity to take the initiative and consequently 
diminishing their opportunity to be actively creative. If we still 
compare the activity in sessions 6 and 7 to the one in sessions 
8 and 9 we will have a better understanding of this.
In sessions 6/7 the students had to describe some pictures 
of people in order to locate them in a given grid, and in sessions 
8/9 they had to describe pictures which would form a picture- 
story when put together in a proper order. In the first case the 
grid functioned as a source of reference for everybody. As soon 
as they succeed in putting the first picture in the right place, 
their task automatically was simplified. They could use this
Levelt, W.J.M. 'Skill Theory and Language Teaching *, in Studies 
in Second Language Teaching, Vol. 1, n9 1 (1978), Nijmegen Uni­
versity, p. 53-70.
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information to guess the next choice, diminishing the necessity 
to make suppositions, as well as the need to negotiate 
information among themselves. The second activity, however, 
involved more operations. The students had to describe the 
scenes in the frames and, afterwards, recall the information 
which would be the only reference they had for putting the 
pictures in the appropriate order to form the story. In this 
more complex process they had to spend much more mental effort. 
Such a demand, according to Levelt's article, is responsible for 
a great allocation of effort to the various partial activities.
As he says capacity is limited but not constant and its variation 
depends on the level of arousal of the subject. Except for very 
high levels of arousal, thai, capacity increases with arousal. 
Since the main determinant of arousal, he continues, is the 
complexity of the task, we may conclude that more capacity 
becomes available for difficult tasks than for easy tasks.
Following such a reasoning we have good grounds to say 
that part of the students' successful performance in the 
mentioned sessions could be due to this phenomenon - to the 
increasing complexity of the activities which, while 
functioning as a stimulus for the students' capacity to come 
out, also contributed to the development of a collaborative 
attitude among the students, condition sine qua non for the 
use of exploratory speech in any learning process.
A last relevant factor which could have influenced the 
results of the mentioned successful sessions and that deserves 
our consideration concerns variety and change within materials. 
This was an influential factor in the selection and preparation
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of the materials used and it surfaced in our observation as 
highly productive in terms of helping to keep up the students' 
motivation. As one of the participants wrote in the evaluation 
of the experiment in answering question 4:
"Você saberia dizer o que contribuiu para deixá-lo motivado a fa 
lar? (o fator mais importante)."
"Acho que foram os temas práticos, as aulas amenas e variadas, 
a necessidade de falar e se comunicar, (ênfase do autor).
We have tried in this chapter to examine the interactional 
phenomena which most influenced the learning process during the 
experiment and analyse the evidence which indicated that there 
was development in the students' language. It is now necessary, 
as the last procedure, to return in our final section to the 
questions we have raised at the end of chapter one, and attempt
f
to answer them in the form of a conclusion.
^^Appendix, p. 74-8.
CONCLUSIONS
By the very nature of the research paradigm we have 
chosen, many of the conclusions we would wish to draw from this 
study have been foreshadowed in earlier chapters. In this final 
section we shall draw them briefly together, and consider what 
basis - if any - has been established for further application 
of, at least, some of the pedagogical concepts we have 
experimented with to foreign language teaching in our schools.
First of all we will answer the questions we raised at 
the end of the first chapter, now supported on an enpirical basis.
1. Is the use of 'exploratory speech' possible in a situation in 
which the learning of a new language is the objective?
Although our study, as far as we know, may be 
considered a pioneer in raising such a question, at least in 
Brazil, on the basis of the analysis and the discussion of the 
data and the events which took place in the classroom 
during our experiment, we have enough grounds to conclude 
that the answer is positive. The use of 'exploratory
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speech' proved to be possible in a F.L. situation and the
evidence is the following.
- The activities were all successfully concluded.
- There was a consistent presence of exploratory features in the 
students' work, evidenced by the use of language for 
communicative functions, which the students had not used it 
for before, and which they were in no way told to develop. In 
this process, features such as self-and peer-correction, as 
well as cooperation among the students were also constantly 
found in the data.
- The actual learning of vocabulary brought about through the 
communicative situation in the classroom. Aware that they 
needed 'more words' the students admitted that they did;learn 
new vocabulary by means of peer-teaching in the process of 
performing communicative tasks.
- The spontaneous development of communication strategies which 
had not been trained or practised in or out of class before 
and which represented a new fluency learning which the 
students taught themselves during the experiment was another 
important item of evidence of the positive effect of the use 
of 'exploratory speech' in a F.L. situation.
- Above all, the most significant learning phenomenon observed 
in this experiment was the fact that the students' production 
of language was stimulated rather than prescribed (as by fixed 
programmed responses or by written script, for example). The 
students produced appropriate language of their own initiative 
and accomplished the communicative tasks.
2. Can such a learning strategy be helpful in a F.L.T. situation?
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Again the answer is favourable. The methodology 
demonstrated itself to be helpful and there are many reasons 
why.
- The errors, during the students' work, occurred inconsistently, 
that is to say, they were not always in the same area, nor 
always made by the same student repeatedly, suggesting not a 
lack of knowledge, but a lack of fluency in applying the 
knowledge. Apparently structural courses do not provide the 
students with all the practice required. This learning 
strategy, therefore, was helpful to compensate for their 
deficiency.
- Some tentative signs of improvement in the students' language 
were detected through the analysis of the tables, providing 
evidence to justify our positive answer.
- The application of language for new functions is desirable and 
such a learning strategy proved to be efficient in developing 
this.
In brief, and most importantly, the fluency practice 
provided by the use of 'exploratory speech' may be seen to help 
the development of accuracy in communication.
3. What language can it produce?
In the analysis of the transcribed data, that is in the 
students' language, all types of structures have appeared, from 
one word utterances to high^^ complex sentences, while different 
types of verbs groups were also attested.
Besides this structural variety, the tables also showed 
a wide range of different language functions which were far 
beyond the necessary limits for the students' performance of
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the tasks, attesting that even pre-intermediate students can be 
creative in applying their limited knowledge to new situations 
provided, as was the case, their immersion in an appropriate 
classroom environment.
4. Is it possible to create an authentic need for communication 
in the classroom?
'In real life, communication takes place between two or 
more people, one of whom knows something that is unknown to the 
others. The purpose of the communication is to bridge this 
information gap.'^
Having this definition in mind, we tried to involve the 
students in activities which presented problems to be solved 
through communication. In classrooms, such activities are the 
kind known loosely as 'information gap exercises' which,in 
general/means that one, or more students must be in a position 
to tell the others something they do not already know.
Since the concept of the information gap seemed to be 
one of the most fundamental in the whole area of communicative 
teaching, all the exercises we proposed to the students were 
considered in the light of it. In other words, the speakers - 
the participants in the experiment - were always exchanging, 
confirming or transferring information, in a process in which the 
questions and the answers became real,•meaningful and 
communicative.
Evidence to say that it is possible to create an 
authentic need for communication even in the elusive classroom
.^Morrow, K. 'Principles of Communicative Methodology'. In 
Johnson, K. and Morrow, K. (eds.) , op. cit. p. 59.
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environment, then, was provided by our experiment when we 
observed, firstly, all the students' high participation, far 
beyond the level possible in normal class, considering both the 
quality and the quantity of their participation, and, secondly, 
the authenticity in the students' improvisation (Einstein - in 
session six-Describing People), as well as the constant presence 
of fragments of laughter throughout the data.
5. Can it motivate students?
If it is true that motivation is probably the most 
frequently used term for explaining the success or failure of 
virtually any complex task, and considering the successful 
performance of the students, the answer to this question is in 
the affirmative.
The students' answers to this question in the 
questionnaires corroborate this affirmation:
'0 que mais me motivou a falar foi a ânsia de ter de me comuni­
car. '
'Um fato que me motivou para sentir-me à vontade nas aulas foi 
a espontaneidade de todos' (...)
'Eu gostei das últimas sessões, quando exigiam falar mais flui­
damente e era preciso que se transmitisse a qualquer custo a 
mansagem' (...)
'0 que mais gostei foi de ter de contar algo, um esforço para 
encontrar, achar meios de me exprimir, tentar sanar as dificujL 
dades lingüísticas.'
In addition to this, we can mention their assiduity,the 
great amount of language they produced, the spontaneity of their
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laughter and their positive attitudes in general, as other 
pieces of evidence that motivation was not only initially 
created, but also fostered and maintained till the end of the 
experiment.
6. Will the students be able to develop the strategies of 
communication such a learning process demands?
The answer is positive, tables 7 and 8 showing that the 
students were able to develop strategies of communication in 
all the sessions, insofar as they needed them for successful 
communication.
The experiment showed that besides presenting Tarone's 
Categories of Communication Strategies, the group also developed 
other kinds of C.S. which we called 'Fluency Protecting Devices'.
Of these we classified two; Repetition and Rephrasing as the 
most significant.
In addition to these C.S. it is important to mention the 
great number of acts of cooperation among themselves found in 
the data as a further evidence of the students' ability to 
communicate, and represented part of the students'new fluency/learning 
which was only possible through this emphasis on opportunities 
for "acquisition" in the terms proposed by Krashen (1978).
7. What will be the teacher's role in this new teaching/ 
learning relationship?
According to what we have observed during the experiment, 
the teacher's role in this new pedagogical relationship has 
changed. From a dominant position of the one who knows 
everything, and who, consequently, is responsible for the
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'transmission of all knowledge', the teacher, now, should be 
the one who encourages and promotes a more democratic classroom 
discourse, one in which the learner's experience and knowledge 
of languages are also considered relevant in the process.
The teacher, then, is viewed as a facilitator of the 
process, preparing materials and devising situations in which 
the learners actively participate with ease and pleasure rather 
than as in his traditional role of filling the learners with 
content which, most of the time,is useless for their actual 
needs and interests.
Evidence to support this affirmation is clear in the 
preliminary analysis (table 8) when we discussed the role of the 
teacher's participation in all the sessions. It was observed 
that his main efforts were directed at involving the learners in 
solving communication problems, rather than presenting content 
in the form of teacher-centered explanations. This suggests 
that in classroom situations like the ones developed by the 
present experiment, the role of the teacher is probably closer 
to what Barnes calls an 'interpretation mode of teaching'.
Although our study was not intended to suggest that the 
approach we worked with was 'better' than any other, we think 
the conclusions we came to allow us to invite the reader to 
assess the possibilities of application of the approach, in the 
light of the evidence of our descriptive chapters.
In this respect, although aware that the classroom 
practice implied by this approach represents, undoubtedly,a 
challenge not only to the teachers but also to the whole system 
responsible for the teaching of languages, in our view it is at
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least consistent with all the evidence provided by the present 
work to claiin that such strategies could be profitably 
incorporated into secondary language courses as an attempt to 
raise the students' attainment in this area, and also more 
generally in the development of their F.L. ability.
We understand that this recommendation leaves open many 
questions concerning the viability of this approach for other 
schools. We feel, however, that its feasibility has been largely 
demonstrated, at least, in the particular, short term, 
circumstances of our study, which shows as not too unrealistic 
the efforts to try out similar ideas in other contexts. Of 
course, such an initiative will present practical problems, some 
of which we may foresee:
- application to full classes will be more difficult;
- training teachers in the approach will demand the organization 
of courses and seminars;
- making materials available will imply more people working in 
this area;
- giving the teachers the necessary preparation time will depend 
on administrative decisions;
- making more class time available so that orthodox learning 
sessions can be complemented by this necessary practice will 
only be possible if there is a change in the curriculum time 
distribution.
We suggest, then, that initially, pilot projects be 
carried out so that more detailed results come to be known and 
analysed.
Before doing this, however, it is also very important to
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consider as part of the practical difficulties our still- 
limited understanding of both the objectives of F.L. courses 
and the learning processes by which students acquire F.L. in 
our schools. A wide discussion on this theme needs to be 
initiated.
As we have mentioned above, another constraint on the 
implementation of this approach in our secondary schools, at 
least for a while, relates to the reduced amount of time, 
dedicated to T,F.L. in the curriculum. We must, therefore, advocate 
more classes, considering that what is involved in this process 
is not simply a matter of transmitting a body of knowledge, but 
rather a practical ability which deserves more frequent practice,
All these considerations point to the urgent necessity 
of more research in this area of the Brazilian educational 
context.
Only by means of empirical research is it possible to 
put theory into practice, and by doing this improve the theory 
itself.
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TRANSCRIPTION OF THE RECORDED SESSIONS
SESSION ONE 
1 9 /8 /8 1
T e l l  t h e  Names o f  t h e  O b je c t s  d i s p l a y e d  on t h e  T a b le
H u m . . .  I  do know t o  s a y  i n  E n g l i s h . . .
T r y  t o  e x p l a i n . . .
A t h i n g  t h a t  you  u se  when you  a r e  g o in g  t o  smoke. H u m . . .  t o  p u t  
f i r e . . .
Y a . T h a t ' s  Ok -  f i r e  -  m a tc h e s .
M a tc h e s
A bo x  o f  m a t c h e s . ;
L e t ' s  s e e .  (E v e r y b o d y  says  t h e  names o f  t h e  o b j e c t s ,  and one o f  t h e  
s t u d e n t s  f i n d s  o u t t h e  w o rd  c o i n  w h ic h  t h e y  had n o t  m e n t io n e d  t i l l  
t h e  moment)
L e t ' s  t a l k  a b o u t  t h e  c o l o u r s  now'.
L e t ' s  see  i f  you  remember'. (The o b j e c t s  a r e  c o v e r e d )
What c o l o u r  a r e  t h e  o b je c t s ?
The c o lo u r s ?
Red
The pen i s  r e d .
The r u l e r  i s  g reen? '.  No'.
G reen , y e s .  The k e y  i s . . .
The pen , p e n c i l  i s  b l u e .
The c i g a r e t t e  i s  w h i t e .
C o in  i s  t h e  g ra y ?  C o u ld  be g ra y ?
Y es ,  y e s .  Good. She s a id  I 
Gray?
A n o t h e r  l o o k .  (Show t h e  o b j e c t s  v e r y  q u i c k l y )  ( l a u g h s )
S .P  Ta -  The bo x  o f  m a tch e s  i s  y e l l o w .
Y e l l o w ,
Y e l l o w  a n d . . .
Y e l l o w  and b ro w n .  B rown ( a l l  r e p e a te d )  ,
The e r a s e r ,  r e d  and b l u e .
I  s e e .  You speak  E n g l i s h  v e r y  w e l l ,  ( A f t e r w a r d s  t h e y  a l l  r e p e a te d  t h é  
c o l o u r s . )
How many o b je c t s ?  (The o b j e c t s  a r e  c o v e re d  a g a in )
L e t  me s e e . . .  a r u l e r ,  c i g a r e t t e ,  a k e y .
Hum Hum. You can  h e lp  h e r .
T h e re  a r e  s e v e r a l , . ,  o b j e c t s .































H -  A p e n c i l ,  a p e n ,  a k e y  (he  p ro n o u n c ed  t h e  w o rd  w r o n g l y  and t h e
o t h e r s  c o r r e c t e d  h im  and t h e y  a l l  r e p e a te d  
t h e  w o rd  c o r r e c t l y  w i t h o u t  a n y  c o n s t r a i n t )
40 Ta -  C o in  ( P a u l i n a  r e p e a te d  -  a c o i n ) ,  a m a tc h  o f  box  (somebody s a i d  -  a 
box o f  m a tc h e s  and t h e n  P . c o u n te d  -  s e ven )  ( . . . p a u s e . . ,  some 
h e s i t a t i o n  -  la u g h s )  (T hey  do n o t  remember t h e  o t h e r  o b j e c t )
A -  ( A f t e r  some seconds  o f  s i l e n c e  A . sa ys  -  e r a s e r ' . )
P -  I  f o r g o t ' .
45 Te -  The c i g a r e t t e ,  I  t h i n k  you  f o r g o t .  So we h a v e . . .
Ev -  E i g h t  o b j e c t s ,
Te -  L o o k  p e o p le ' .  What has changed?
P -  You t a k e  t h e  c o i n .
Te -  Y e s .  (And p u t s  t h e  c o i n  i n  a n o t h e r  p l a c e )  What i s  m is s i n g ?  (No
50 a n sw e r )
Te -  What i s  m is s in g ?
A -  The e r a s e r  i s  m i s s i n g ,
Te -  Ok. Good', Where was i t ?  (No a n sw e r )  Where was i t ?
A -  I t  was on  t h e  t a b l e .
55 Te -  I t  was on t h e  t a b l e .  T h a t ' s  a v e r y  good answer ' .
-  Now l o o k  a t  i t  a g a i n ,  (Change t h e  p l a c e  o f  t h e  o b j e c t s  a g a in )
What i s  m i s s i n g  now?
P -  The c i g a r e j t e ,
Te -  Where was i t ?  (No a n sw e r )  Where was i t ?
60 Ta -  W i t h  you?
Te -  Y e s ,  i t  i s  w i t h  me, now .
P -  I t ' s  on t h e  t a b l e .
Te -  I t ' s  on t h e  t a b l e .  Ok. More  s p e c i f i c ,
P -  I t ' s  b e tw e en  t h e  k e y  and t h e  p e n c i l .
65 Te -  Good', I t ' s  b e tw e e n  t h e  k e y  and t h e  p e n c i l .  V e r y  g o o d .  How a b o u t  t h e  
c o in ?  Where i s  t h e  c o in ?
A -  She i s  on t h e  m a tc h  b o x .
Te -  Ok. Good'. Go o n ,
P -  The b o x  o f  m a tc h e s ,
70 Te -  Good. L e t ' s  change  s o m e th in g .  Where i s  i t  now?
P -  Now i t  i s  u n d e r .  U nde r  t h e  box  o f  m a tc h e s ,
Te -  Good, So we a r e  t a l k i n g  a b o u t , , ,  ( p a u s e )
A -  P o s i t i o n ?
Te -  Ok. V e r y  good'. So, l e t s  t a l k  a b o u t  p o s i t i o n .  L e t ' s  s e e . , .  Where i s
75 t h e  pen? (The o b j e c t s  a r e  c o v e r e d  a g a in )
Ta -  I t ' s  u n d e r . . .  on t h e . . .
P -  I  t h i n k  i t ' s  on c i g a r e t t e  and on t h e  e r a s e r .
Te -  Y a . . .  What a b o u t  t h e  r u l e r ?
R -  I t ' s . . .  u n d e r  t h e  p e n .
80 Te -  I t ' s  u n d e r  t h e  p e n .  Good'.
Ta -  And i t ' s  b e tw e en  t h e  c i g a r e t t e  and t h e  r u l e r .
Te -  Good. Ok . How a b o u t  t h e  p e n c i l ?  (p au se )
A -  I t ' s  n e a r . . .
Te -  C o u ld  b e .  Ok, n o w . . ,  l e t ' s  s e e .  (She c o v e r s  t h e  o b j e c t s )
85 Where i s  t h e  c o in ?
( l a u g h s )
H -  . . .  on  t h e  e r a s e r ?
Ev -  N o . . .
P -  On t h e  box  o f  m a tche s?
90 Te -  What d i d  you  say?
H -  I t ' s  on  th e  e r a s e r ?
Te -  What do you  t h i n k ?
R -  . . . t h e  r u l e r ?  ( l a u g h s )
Ta -  N ea r  t h e  pen and t h e  e r a s e r .
95 P -  I  t h i n k  i t ' s  on t h e  box o f  m a tc h e s ,  b u t  I  d o n ' t  know . I ' m  n o t  c e r ­
t a i n l y .
Te -  On th e  e r a s e r ,  on t h e  b o x  o f  m a t c h e s . . .  ( l a u g h s )  Take  a l o o k .
( l a u g h s )  Who i s  r i g h t ?  P . o r  H .?
Te -  H. Ok'. You have  a good memory , H . Now y o u .  Take  a l o o k  and a s k  a
100 q u e s t i o n :  Where i s  s o m e th in g .  D o n ' t  show ( l a u g h s )
A -  Where i s  t h e  c i g a r e t t e ?
H -  I t ' s  on t h e  book?
A -  Y e s ,  i t ' s  on t h e  b o o k .
Te -  Good'. How a b o u t  t h e  key?
105 P -  I t ' s  b e tw e en  s o m e th in g .  I  d o n ' t  rem em be r.
R -  I n  f r o n t  o f  t h e  e r a s e r .
Te -  I n  f r o n t  o f  t h e  e r a s e r ,  l e t ' s  s e e .  ( l a u g h s )  We c o u ld  s a y  t h a t  i t ' s  
n e x t  t o  t h e  pen o r  b e tw e e n . . .  I t ' s  no g o od .  Ok. Now you  a r r a n g e  t h e
110 t h i n g s .  C o ve r  and show t o  y o u r  f r i e n d s  v e r y  q u i c k l y  o n l y  o n c e .  You  
can  change  e v e r y t h i n g .  W e l l  p e o p le  d o n ' t  l o o k ,  ( l a u g h s )  L e t  h im  
change  t h e  o b j e c t s .  I  w o n ' t  l o o k  e i t h e r .
. . .  ( p a u s e ) . . .
Te -  Ready? Ok. Now.
115 R -  L o o k  h e r e ,  ( l a u g h s )
Te -  Ok. D id  you  see?
Ev -  Y e s .  ( l a u g h s )
R -  Where i s  t h e  pen?
H -  I n  f r o n t  o f  t h e  c i g a r e t t e ?
120 S -  On t h e  r u l e r ?
Te -  No, i t ' s  b e tw e e n . . .
Ta -  The e r a s e r ?
P -  To show so q u i c k l y . . .
Te -  Y e s ,  v e r y  q u i c k l y ,  b u t  t h i s  i s  t h e  game. C o u ld  you  show us a g a in ?
125 ( l a u g h s )
P -  What d i d  you  ask?
R -  A h . . .  Where i s  t h e  pen?
Ta -  Be tw een  t h e  r u l e r  a n d . . .
S -  The c i g a r e t t e .
130 A -  Be tw een  t h e  c i g a r e t t e  and t h e . . .
S -  The r u l e r ?
P -  The p e n .
Te -  W e l l ,  show us a g a i n .  Nobody c o u ld  s e e .
P -  Hum .Between t h e  pen and t h e  r u l e r .
135 Te -  The c i g a r e t t e .
Ev -  The c i g a r r e t e .
Te -  B u t  I  t h i n k  he asked  a b o u t  t h e  p e n ,  d i d n ' t  you? What d i d  you ask?
R -  Where i s  t h e  pen?
P -  Oh t h e  pen'. I . . .  t h e  c i g a r e t t e .
140 Te -  A sk  a n o t h e r  o ne .
R -  Where i s  t h e  p e n c i l ?  (p au se  -  e v e r y b o d y  t h i n k i n g )
A -  B e tw een  t h e . . .
Ta -  The e r a s e r  and t h e  m a t c h . . .  box  o f  m a tche s?
Te -  R ig h t ?  R ig h t ?  L e t  us see? Ok, good I Now, you  H. You a r r a n g e  t h e
145 t h i n g s .  D o n ' t  l o o k  ( t o  t h e  o t h e r  s t u d e n t ) .  O n ly  H. V e r y  q u i c k l y .  
W h i le  H. was a r r a n g i n g  t h i n g s  P . a sked  me:
P -  Do you  w o rk  h e re ?
Te -  I? Y es .  I t e a c h  t e a c h e r s ,  ( l a u g h s )  -  I t e a c h  t e a c h e r s  t o  be (m ore  
l a u g h s )  Ok. R i g h t ? !
150 (H . shows t h e  s e t  o f  o b j e c t s  f o r  a s e co n d )  many e x c l a m a t i o n s . . .
Te -  I  saw.
P -  Do you  see?
A -  I  d i d n ' t  saw , s e e ,  I  d i d n ' t  s e e .  ( l a u g h s )
P -  Ok.
155 H -  Where i s  t h e  pen?
Many v o i c e s . . .  t h e  pen i s  b e tw e en
Ta -  I s  b e tw e en  t h e  p e n c i l  and t h e  b o x  o f  m a tches?
P -  L e t  me s e e . . .
Te -  A n o t h e r  q u e s t i o n ,  H.
160 H -  Where i s  t h e  r u l e r ?
P -  R u l e r . . .  t h e  r u l e r  i s  u n d e r  t h e  c i g a r e t t e .
H -  Hum hum ( y e s )  ( l a u g h s )
Te -  A n o t h e r . . .
H -  Where i s  t h e  e r a s e r ?
165. Ta -  The e r a s e r ? ' .  I t ' s  on t h e  b o x  o f  m a tches?
Te -  Ok. Show u s .  E r a s e r ,  r u l e r .  Ok . Now y o u ,  T a .  Make i t  v e r y  d i f f i c u l t .
Ta -  Where i s  t h e  key?
P -  Key? I  o n l y  remember t h e  e r a s e r . . .  ( l a u g h s )  (p au se )
Te -  Nobody knows? A sk  a n o t h e r  q u e s t i o n .  D o n ' t  show t o  a n y b o d y . . .
170 Ta -  Where i s  t h e  e r a s e r ?
P -  The e r a s e r . . .  u n d e r  t h e  r u l e r .
Ta -  The c o in ?
P -  The c o in ?  Where i s  t h e  c o in ?  (To h e r s e l f )  ( l a u g h s )
Te -  Show t h e  o b j e c t s  a g a i n ,  v e r y  q u i c k l y ,  ( l a u g h s )  A sk  a n o t h e r  q u e s t i o n
175 Ta -  Where i s  t h e  c i g a r e t t e ?
S -  U nde r  t h e  r u l e r ?
Ta -  N o . . .  ( p a u s e )
P -  What?
Ta -  C i g a r e t t e ?
180 P -  I t  i s  on t h e  t a b l e  ( l a u g h s )
Te -  On t h e  t a b l e  i s  o b v i o u s . . .  Ok , show e v e r y b o d y . . .  Now, a n sw e r .
Ta -  The pen , t h e  p e n c i l ,  t h e  box  o f  m a tc h e s .  (She o n l y  shows t h e
o b j e c t s )
Te -  So we t a l k e d  a b o u t  p o s i t i o n .  You s a i d :  b e tw e e n , n e a r , n e x t  t o ,
185 S -  I n  f r o n t  o f ,
Te -  B e s id e ,
P -  o n ,
Te -  u n d e r .  You used  a l o t  o f  w o rd s  t o  g i v e  i n f o r m a t i o n  a b o u t  p o s i t i o n .  
Ok. L e t ' s  add tw o  m o re  o b j e c t s :  a c h e c k ,  ( t h e  t e a c h e r  shows t h e
190 o b j e c t s  -  a c h e c k  and a d r i v i n g  l i c e n s e ) .  Who knows w h a t  t h i s  i s ?  
( d r i v i n g  l i c e n s e ) . What do you  need i t  f o r ?
P -  To d r i v e . . .  a c a r .
Te -  Y ea . I t ' s  a
P -  I  d o n ' t  know .
195 Ta -  I  u se  t o  d r i v e . . .
Te -  A d r i v i n g - l i c e n s e .  I f  you  d o n ' t  h a ve  t h i s  you  c a n ' t  d r i v e .  So , t h i s
i s  a l i c e n s e .  A d r i v i n g - l i c e n s e . So we have  m o re  tw o  o b j e c t s .
Ev -  Check , d r i v i n g - l i c e n s e .
Te -  What i s  m is s in g ?  V e r y  q u i c k l y ?
200 Ta -  The p e n c i l ,
Te -  Ok. Where i s  i t ?  Where i t  can  be? Im a g in e  some p l a c e . . .
P -  You ha ve  t h e  p e n c i l
Te -  Y e s .  Where?
P -  I n  y o u r  hand?
205 Te -  Ok . I n  my h a n d .  I t  c o u ld  be i n  a n o t h e r  p l a c e . . .  So, e v e r y b o d y  w i l l  
do  t h i s  o n c e .  Nobody can  s e e .  Y o u ' l l  ha ve  t o  im a g in e  w he re  t h e  
o b j e c t  i s  h i d d e n .  Ok. You d o n ' t  l o o k .  V e r y  q u i c k l y .  D o n ' t  l o o k  
p e o p le .  C lo s e  y o u r  e y e s .
Ev -  The box  o f  m a t c h e s .
210 Ta P -  Where i s  i t ?
P -  I  t h i n k  t h a t  i t  i s  h e r e . . .
S -  U nde r  t h e  t a b l e .
P -  U nde r  t h e  t a b l e  o r  i n  t h e  t a b l e ?
Te -  U nde r  t h e  t a b l e .  C lo s e  y o u r  e y e s ,  P . V e r y ,  v e r y  q u i c k l y .  Ok . Where?
215 P -  Where i s  t h e  r u l e r ?
Te -  Hum hum. OhI Y e s .  The r u l e r ,  w h e re  i s  i t ?
P -  W e l l ,  I  t h i n k  t h a t  i t  i s . . .
H -  U nde r  t h e  t a b l e .
P -  U nde r  t h e  t a b l e ,  to o ? ' .  No'.
220 R -  N o . . .
P -  On t h e  f l o o r ?
Ta -  I n  y o u r  hand?
P -  N o .
R -  On t h e  c h a i r .  (many la u g h s )
225 Te -  Now y o u ,  H . Be c r e a t i v e . . .  change  p l a c e .  We w i l l  c l o s e  o u r  e y e s .  
Ready?
H -  Y e s .
S T a -  The c o i n .
Te -  Where i s  t h e  c o in ?
230 P -  I n  y o u r  hand?
H -  No.
Ta -  Y o u ' r e  s i t t i n g  on t h e  c o in ?
Te -  You may a s k  h im  q u e s t i o n s  b u t  c a n ' t  a s k  h im  w h e re  i s  t h e  c o i n .  Ok?
P -  H u m . . .  I  t h i n k  i t  i s . . .  ( p a u s e )  i n  y o u r . . .  (G e s t u r e s )
235 H -  P o c ke t?
P -  P o c k e t?  Yes? ( la u g h s  -  s i g n s  o f  s a t i s f a c t i o n )
Te -  O k . Now y o u ,  T a . Ok. P . ,  (Ta had a l r e a d y  d i d  on ce )
P -  P le a s e ,  c l o s e  y o u r  e y e s .
Ev -  Y e s .
240 Te -  Ready?
P -  Y e s .
A -  The c i g a r e t t e .
P -  Ok. Where i s  t h e  c i g a r e t t e ?
S -  C i g a r e t t e . . .
245 P -  Where?
S -  No . , ,
Te -  Unde r t h e  t a b l e .
P -  No
Te -  I n  y o u r  h a n d s .
250 P -  No. ( l a u g h s )
S -  I n  t h e . . .
P -  H e re  i n  t h e  p o c k e t?
S -  Y e s .
P -  No . I t ' s  n o t  i n  t h e  p o c k e t .  I  d o n ' t  know how t o  s a y  i t  i n  E n g l i s h .
255 Te -  I t  d o e s n ' t  m a t t e r ,  we have  t o  f i n d  o u t . . .  (many la u g h s )
Te -  P . h as  one p o i n t .  Nobody c o u ld  g u e s s .  Now, y o u ,  S.
S -  Ok.
Ta -  The d r i v i n g - l i c e n s e ?
S -  Y e s .  Where i s . . .
260 P -  U nde r  t h e  t a b l e ?
S -  N o .
Ta -  U nde r  t h e  c h a i r ?
S -  Yes (some la u g h s  -  I t  was on t h e  c h a i r )
-  Oh'. No'.
265 P -  On t h e  c h a i r ' .
Te -  Ok, p e o p le .  We have  many o b j e c t s  now . L e t ' s  do  s o m e th in g .  You ha ve  
t o  a s k  Yes o r  No q u e s t i o n s .  E x .  I s  y o u r  o b j e c t  g r e e n ,  y e l l o w . . .  I  
need t o  show you  t h e  p o s i t i o n .
P -  We make q u e s t i o n s  a b o u t  t h e  p o s i t i o n ,  o r  make q u e s t i o n s  a b o u t  w h a t
270 do we u s e . . .
Te -  A ny  q u e s t i o n .  B u t  you  have  t o  g u e s s .  You have  t o  f i n d  o u t  w h ic h  
o b j e c t  I  h a v e .  Ok? B u t  y o u  c a n ' t  l o o k .  Take a l o o k .  R i g h t ,  Now 
c l o s e  y o u r  e y e s .  Ok p e o p le .
Ta -  I t  i s  b e tw e en  t h e  r u l e r  and t h e . . .
275 Te -  A sk  me ye s  o r  no q u e s t i o n s .
P -  On t h e  r u l e r ?
Te -  N o .
S -  On t h e  pen?
Te -  N o ,
280 R -  I s  i t  b e s i d e  a d r i v e - l i c e n s e ?
Te -  Y e s .  (many l a u g h s )  (p au se  -  e v e r y b o d y  t h i n k i n g  -  Somebody s a id
t h e  name o f  an o b j e c t  and e v e ry b o d y  la u g h e d )
Te -  O n ly  ye s  o r  no q u e s t i o n s .
Ta -  I s  i t  re d?
285 Te -  No .
A -  I s  i t  y e l l o w ?
Te -  No.
R -  I s  i t  g reen?
Te -  No.
290 P -  I s  i t  b lu e ?
Te -  No .
H -  B la c k ?
Te -  No.
S -  G rey?
295 Te -  Y a . We can  say  i t ' s  g r e y .
Ta -  And b la c k ?
Te -  No .
P -  I s  a c i r c l e ?
Te -  Y e s .  (many l a u g h s )  What i s  i t ?
300 P -  I  t h i n k  i s  t h e  c o i n .
Te -  Ok, Now you  do i t ,  A .  L e t ' s  t a k e  a l o o k .  You can  change  p o s i t i o n .  
You ca n  i n v e n t  any q u e s t i o n .
A - Ok.
Ta - Y e l lo w ?
305 A - No.
R - I s  i t  w h i t e ?
A - No.
P - I s  i t  s h o r t ?
A - N o .
310 R - I s  i t  u n d e r  th e  c i g a r e t t e ?
A - Y e s .
R - I s  i t  a p e n c i l ?
A - Y e s .  (many la u g h s )
Te - Now y o u ,  T a . L e t ' s  t a k e  a l o o k .  (many la u g h s )
315 P - Ok?
Ta - Ok.
P - I s  i t  g reen?
Ta - No.
H - I s  i t  y e l l o w ?
320 Ta - Y e s .
P I s  i t  l a r g e ?  ( l a u g h s )
I t h i n k  i t  i s  t h e  c h e c k .
Ta - Y e s .  ( l a u g h s )
SESSION TWO
(To b e g i n  t h e  se cond  s e s s io n  t h e  s t u d e n t s  t o g e t h e r  t r i e d  t o  s a y  t h e  name 
o f  a l l  t h e  o b j e c t s  t h e y  have  w o rk ed  w i t h  i n  t h e  p r e v i o u s  s e s s io n  -  a week b e f o r e )
Te -  Remember th e  names?
Ev -  Y e s .
Te -  So, say  t h e  names: t h e  a p p l e ,  t h e  c a n d y ,
S -  O ra n g e ,  c i g a r e t t e ,  r u l e r ,
5 Ta -  K n i f e .  (She p ro n o u n c ed  k n i f )
P -  A box  o f  ( h e s i t a t i o n )  m a tc h e s .
H -  A box  o f  m a tch e s  ( f i r m l y )
P -  Check ,
Ev -  R u l e r ,  k e y ,  e r a s e r ,  d r i v i n g - l i c e n s e ,  p e n ,  c i g a r e t t e ,  c o i n ,  c a n d y .
10 Ta -  C and le?
P -  Candy . W e l l ,  I . . .
Ev -  O ra n g e ,  a p p l e ,
Ta -  K N IF ,
A -  K n i f e ?  (p ro n o u n c e d  c o r r e c t l y )
15 P -  K n i f e .
Te -  Ok p e o p le .  Now I  w a n t  y o u ,  e v e r y b o d y ,  p u t  t h e s e  t h i n g s ,  d i v i d e  t h e  
t h i n g s ,  i n t o  t h r e e  g r o u p s .  You can  d i s c u s s  w h ic h  t h i n g s . . .
P -  W e l l  1 t h i n k  h e r e  we can  p u t  t h e  f r u i t s ,  t h e  c a n d y ,  yes? '.
Te -  You can  d i s c u s s .  F o r g e t  I 'm  h e r e .  Ok?'.
20 P -  H u m . . .  t h e  e r a s e r ,  t h e  p e n ,  t h e  p e n c i l ,  t h e  r u l e r . . .  a n d . . .
S -  You can  p u t . . .  (p au se )
P -  W e l l . . .
Te -  D i s c u s s .  I n v e n t .  Im a g in e .
25 P -  Can p u t  t h i s  c o i n  h e re ?
H -  The c h e c k .
P -  Check? A n d . . .  t h e  k e y . . .
Ta -  Key?
P -  Y e s ,  I  d o n ' t  h ave  p r o b le m .
30 Te -  Ok. Now t r y  t o  say  why you d i v i d e  t h i s  w a y .
P -  W e l l ,  we p u t  h e re  b e cau se  we can  e a t  t h e  a p p le  and t h e  o ra n g e  and  
t h e  k n i f e  w e . . .  h e lp  us  t o  e a t  t h e  a p p le  and a o r a n g e . . .  and t h e  
candy  we e a t  t o o .
Te -  V e r y  good '. You d o n ' t  need t o  l o o k  a t  me. D is c u s s  among y o u r s e l v e s ,  
35 Ok? What do you  t h i n k ?  ( p a u s e )  ( l a u g h s )
A -  These  we u s e . . .
Ta -  S c h o o l .
A -  To w r i t e .
Te -  Go o n ,  go o n . . .
40 A -  W e l l  we u se  t o ,  a pen and a p e n c i l ,  t o  w r i t e  and a r u l e r  t o . . .
P -  To make l i n e s . . .
A -  To make l i n e s  and t h e  e r a s e r  t o . . .
P -  I  d o n ' t  know how t o  s a y .
Te -  To e r a s e ,  o f  c o u rs e ' .  ( s m i l e s )
45 R -  And t h e  o t h e r ,  p e r s o n a l  o b je c t s ?
Te -  P e r s o n a l  o b j e c t s . . .  Ok . Go on  t a l k i n g . . .
P -  A n o t h e r  v i e w . . .  We change  o r . . .
Te -  No, t h e  same p o s i t i o n  b u t  t r y  t o  sa y  s o m e th in g  e l s e . . .  i f  y o u  w a n t ,  
He s a i d  p e r s o n a l  o b j e c t s  -  g o o d .  I s  t h e r e  a n o t h e r  e x p l a n a t i o n  f o r  
50 t h i s  d i v i s i o n ?  I  t h i n k  t h e  c i g a r e t t e  i s  n o t  p e r s o n a l ,  c o u ld  n o t
b e . . .  W e l l ,  b u t  i t ' s  Qk.
P -  I  p u t  t h e  c i g a r e t t e  t h e r e  b e cau se  I  d o n ' t  e a t  t h e  c i g a r e t t e ,  I
d o n ' t  w r i t e  w i t h  t h e  c i g a r e t t e ,  ( s h o r t  h e s i t a t i o n )  e i t h e r ,  and we 
have  t h r e e  c i r c l e s  t h e n  I  p u t . . .  t h e r e .
55 Te -  Good . Go o n .
P -  A n d . . .  W e l l . . .
Te -  Where do we c a r r y  su ch  t h i n g s ?  C o u ld  we have  t h i s  k i n d  o f  d i s t i n c ­
t i o n ?
P -  W e . . .  I  c a r r y  g e n e r a l l y ,  i n  my b a g . . .  t h e s e  t h i n g s .  I  d o n ' t  smoke  
60 b u t  i f  I  smoke, t h e  c i g a r e t t e ,  t h e  c h e c k ,  t h e  m oney .
Te -  Hum, hum. So, t h i n g s  we p o s s i b l y  c a r r y  i n  o u r  b a g s .
P -  Hum, hum, ( y e s )
Te -  And how a b o u t  t h e  o t h e r  s e t s ?  Im a g in e  we h a ve  t h r e e  s e t s ,  t h r e e  
d i f f e r e n t  s e t s .  How a b o u t  t h e  o t h e r  s e ts ?
65 S -  I  c o u l d . . .  t o  s c h o o l?
Te -  Ya -  g o o d .  A n o t h e r  t h i n g .
P -  To d raw? N o . . .  i s  How w o u ld  you say?
Te -  Y e s ,  t o  d raw .
P -  Draw?
70 Te -  Y e s ,  t o  make f i g u r e s .  O r . . .  Compare t h i s  w i t h  t h i s . . .  T h in g s  we  
c a r r y  i n  o u r  bags a n d . . .
R -  T h in g s  we c a r r y  i n  o u r  s c h o o l - b a g ?
Te -  Ok. Good. V e r y  g o od .  And why d i d  you  p u t  t h e  k n i f e ,  h e re ?
P -  1 p u t  b e cau se  i t  h e lp s  us  t o  e a t  t h e  o r a n g e .
75 Te -  Y e s ,  need i t  t o  p e e l - o f f  t h e  o ra n g e  and t h e  a p p l e ,  s o ,  we c o u ld  p u t  
i t  h e r e .  So, we u se  t h e  k n i f e  t o  p e e l - o f f  t h e  o ra n g e  and t h e  a p p l e .  
Good. V e r y  g o o d .  Now l e t ' s  do s o m e th in g  d i f f e r e n t .  Ok . We can  l o o k  
a t  t h e  s e t .  We ha ve  some c a r d s  h e r e .  T h e re  i s  a w o rd  i n  each  c a r d  
and t h e  w o rd  c o r r e s p o n d s  t o  an  o b j e c t  t h a t  i s  h e r e .  So you  t a k e  a 
80 c a r d  and t r y  t o  g i v e  t o  y o u r  c la s s m a te s  t h r e e  i n f o r m a t i o n .  O n ly
t h r e e  and y o u r  c la s s m a te s  w i l l  guess  w h ic h  o b j e c t . . .  Ok? I f  t h e y  
do n o t  s u c ceed  y o u ' l l  ke ep  t h e  c a r d .  The w in n e r  i s  g o in g  t o  be t h e  
one  who has m o re  c a r d s .  Ok? So, you  have  t o  be  n o t  t o o  s p e c i f i c .  
Y o u ' l l  h ave  t o  t r y  t o  make t h i n g s  m o re  c o n f u s i n g .  So d o n ' t  show  
85 y o u r  c a r d s  t o  a n y b o d y .  The one who guesses  i t  g o in g  t o  be  t h e  n e x t
t o  t a k e  a c a r d .  D o n ' t  show y o u r  c a rd  and speak  l o u d ,  p l e a s e .
A -  Ok. The t h i n g  w e . . .  I t ' s  on t h e  t a b l e .
P -  ( l a u g h s )
Te -  One i n f o r m a t i o n .
90 A -  N ea r  t h e  k n i f e . . .
P -  Hum'. '.
Te -  D o n ' t  s a y  b e f o r e  he f i n i s h e s .  Ok?
Ev -  Ok.
95 Te -  Two i n f o r m a t i o n .
A -  N ea r  t h e  k n i f e  and n e a r  t h e  k e y .
P -  The ke y?  Oh'.
Te -  E v e ry b o d y  has a c h o i c e .  D o n ' t  s a y  who i s  r i g h t .  E v e ry b o d y  m u s t  s a y .  
Because  i f  you  sa y  r i g h t  o r  w ro ng  t h e  o t h e r  one w i l l  h a ve  m o re  
100 c h a n c e . . .  So.
P -  I  t h i n k  i t ' s  t h e  o r a n g e .
S -  I  t h i n k  i t ' s  t h e  a p p l e .
Ta -  O ra n g e ,  t o o .
H -  O range .
105 R -  O ra n ge ,  t o o .
Te -  O k .
A -  The o r a n g e .  ( l a u g h s )
Te -  One f o r  y o u ,  one f o r  y o u ,  one f o r  y o u .
P -  Can I  see?
110 Te -  J u s t  a momen t. Who s a id  o range?
P -  H.
Te -  You d id ?  D o n ' t  l o o k  a t  t h e  same t im e .  Ok. Now, y o u .
Ta -  I t ' s  n e a r  t h e  b o x  o f  m a tc h .
P -  Oh'.
115 Te -  One i n f o r m a t i o n .
Ta -  N ea r  t h e  a p p l e .
Te -  W e l l ,  t h i s  i s  n o t  a . . .  tw o  i n f o r m a t i o n . . .  n e a r ,  n e a r . . .  T r y  t o  say  
a n o t h e r  t h i n g .  Ok? P o s i t i o n ,  c o l o r ,  s h a pe ,  u s e .
Ta -  I t ' s  l o n g .
120 And i t ' s  w h i t e .
P -  ( l a u g h i n g  a l o t )  The c o in ?
Te -  W e l l ,  w h a t  i s  i t ?
P -  The c h e c k .
S -  C heck .
125 H -  C i g a r e t t e .
R -  C i g a r e t t e .
A -  I t  i s . . .  w ha t she s a y ,  she s a id ?  (he  c o r r e c t e d  h im s e l f )
Ta -  I t ' s  w h i t e ,  l o n g . . .
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P -  ( I n t e r r u p t i n g  h e r )  W h i t e  o r  l i g h t ?
130 Ev -  W h i t e . . .
P -  Oh'. E xcuse  me I . . .  ( l a u g h s )
The b o ys  -  The c i g a r e t t e .
P -  The c i g a r e t t e .
Te -  VThat d i d  you  u n d e r s ta n d ?
135 P -  L i g h t .
Te -  L i g h t . . .  Ok. . . .  L i g h t .  N o w . . .  y o u .
P -  G iv e  me a c a rd ?
Te -  Me?
P -  Y e s .
140 Te -  J u s t  a m omen t. Who s a i d  t h e  c i g a r e t t e ?  Y ou , and y o u ,  and y o u .
P -  I t  i s  a t h i n g  e v e ry b o d y  w a n ts  t o  h a ve  a n d ,  hum, l e t  me, s e e . . .
I t ' s  s m a l l .  Hum I t ' s  so e a s y . . .  Hum How can  I  s a y .  I t ' s  s m a l l . . .  
H u m . . .  I  d o n ' t . . .  Hum. Can I  say  i t ' s  on  t h e  t a b l e ?
Te - O n  t h e  t a b l e ?
145 P -  ( la u g h s ' )  I  d o n ' t . . .
Te -  W e l l ,  e v e ry b o d y  has s a id  t h e  same t h i n g .  T r y  t o  say  s o m e th in g  e l s e .
P -  ( p a u s e )  Hum, h u m . . .  L e t  me s e e .  I  d o n ' t  know .
Te -  You ha ve  t o  s a y .  I f  e ve ybod y  g u e s s e s ,  i t  does  n o t  m a t t e r .
P -  W e l l ,  i t  i s  n e a r  t h e  c i g a r e t t e .
150 Te -  Ok.
A -  The c h e c k .
R -  The e r a s e r .
H -  The c o i n .
Ta -  D r i v i n g - l i c e n s e .
155 S -  Pen .
P -  ( l a u g h i n g )  The c o i n .
Te -  The c o i n .  Ok. So, H.
Ta -  N ea r  t h e  c i g a r e t t e ?
P -  I  t h i n k  i t  i s  n e a r  t h e  c i g a r e t t e
160 Te -  E v e r y t h i n g  i s  n e a r  s o m e th in g .  Ok. Now, you  H.
H -  We u se  i t  t o  w r i t e .
P -  L i g h t ?
Ev -  W r i t e .
H -  N ea r  t h e  e r a s e r .  I t ' s  l o n g .
165 A -  The pen .
R -  Pen .
Ta -  P e n c i l .
S -  P e n c i l .
P -  What i s  t h e  f i r s t . . .  you  say  i t ' s  l o n g ,  i t ' s  n e a r  t h e  e r a s e r  and
170 w h a t  e ls e ?
H -  We u se  t o  w r i t e .
P -  To w r i t e .  I  t h i n k  i t  i s  t h e  p e n .
H -  P e n c i l .
Te -  The p e n c i l .
175 P -  ( l a u g h s )
Te -  You s a i d  pen o r  p e n c i l ?
A -  Pen .
Te -  O k . Now y o u .
S -  I t ' s  y e l l o w .  I t ' s  n e a r  t h e  a p p l e .  I t ' s  n e a r  t h e  pen .
180 Te -  Ok . T h re e  i n f o r m a t i o n .
R -  A p p le .
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H -  Box o f  m a tche s?
Ta -  D id  you  sa y  i t ' s  y e l l o w ?
S -  Y e l l o w
185 P -  N ea r  t h e  a p p le  and n e a r  t h e  p en .
Ta -  A b o x  o f  m a tche s?
S -  Box o f  m a tc h e s .
P -  Box o f  m a tc h e s .
Te -  Ok.
190 A -  I  d i d n ' t  s a i d ,  ( n o b od y  c o r r e c t e d )
Te -  Oh'. S o r r y ' .  A . (Many la u g h s )
A -  W e l l  I . . .  I . . .  ( h e s i t a t i o n )
Te -  You t h o u g h t  ( h e l p i n g  h im )
A -  I  t h o u g h t  i t  was t h e  c h e c k .
195 Te -  The c h e c k ,  s o . . .  Who d i d n ' t  d e s c r i b e  a n y t h in g ?
R -  I .
Te. -  Y ou . Ok .
R -  I t ' s  n e a r  t h e  c a n d y .  We u se  i t  w h e n . . .  when we w r i t e . . .  a n d . . .  
i t ' s  l o n g .
200 Te -  H'.
H -  Pen?
Te ' -  Ok. Me. I t ' s  t h e  p e n .  Y ou !
P -  D id  you  say  i t  i s  n e a r  t h e . . . ?
R -  Candy .
205 P -  C andy .
Ta -  I t ' s  lo n g e r ?
A -  We use  when we w r i t e ?
P -  Hum, oh', ( y e s )
Te -  Y ou . Nobody?
210 P -  I  t h i n k  i t  i s  t h e  p e n c i l .
S -  Y e s ,  p e n c i l .
H -  Pen .
A -  Pen.
Te -  You .
215 R -  Pen .
Te -  Pen? Do you  t h i n k  i t  i s  n e a r  t h e  candy?  The pen o r  t h e  p e n c i l .
H -  The p e n c i l .
Te -  Y a , t h i s  i s  t h e  p e n c i l .
R -  I . . .  I
220 Te -  T hough t?
R -  I  t h o u g h t . . .  I  t h i n k  i t  was a pen b u t  I
Te -  I t  i s  a p e n c i l .  Ok.
R -  B u t  i t  i s  a p e n c i l .
Te -  And w ha t  was t h e  wo rd?
225 R -  Pen.
Te -  Ok. Who has two? H. V e r y  q u i c k l y ,  H . D o n ' t  t h i n k  t o o  much .
H -  I t ' s  y e l l o w ,  n e a r  t h e  c i g a r r e t e  and e v e ry b o d y  need i t .
P -  Need i t ?
H -  Yes
230 Te -  Ok.
S -  Check .
Ta -  C heck .
A -  D r i v i n g - l i c e n s e .
P -  Check
235 R -  W ha t ' s i t s  . . .
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P -  Y e l l o w  ( o t h e r  v o i c e s  s a i d  -  y e l l o w )
We have  t h r e e  y e l l o w  t h i n g s .
Te -  Y e s ,  t h r e e ,  f o u r  and f i v e  y e l l o w  t h i n g s .  Y o u . . .
R -  I t ' s  a c h e c k .
240 Te -  I t ' s  a c h e c k .  Ok. You .
H -  C heck . Y ou ,  Ta?
Ta -  I t ' s  n e a r  t h e  a p p l e ,  i t ' s  l o n g e r ,  we u se  t o . . .  t o . . .
P -  To e a t?
Ta -  To h e l p  t o  e a t .
245 A -  The k n i f e ?  (h e  p ro n o u n c e d  KR.al{ and nobody  showed any  s u r p r i s e ) .
P -  K n i f e ,  ( c o r r e c t l y )
S -  K n i f e .  ( c o r r e c t l y )
Te -  How c o u ld  we u se  a r u l e r  t o  h e l p  us t o  e a t?  Ok. Y ou .
A -  Oh'. I t  i s  y e l l o w .  I t  i s  n e a r  t h e  m a tc h  o f  b . . .  The b o x  o f  m a tc h e s
250 a n d . . .  n e a r  t h e  k e y .
Te -  Ok. V e r y  q u i c k l y ' .
S -  Check .
Ta -  D r i v i n g - l i c e n s e .
P -  D r i v i n g - l i c e n s e .
255 H D r i v i n g - l i c e n s e .
R -  D r i v i n g - l i c e n s e .
A -  D r i v i n g - l i c e n s e .
Te -  You ( t o  R)
R -  H u m . . .  I . . .  ( p a u s e )  I  l i k e  i t .  (many l a u g h s )  I t ' s  y e l l o w .  (Long
260 p ause )  I . . .  I  b u y  i t  i n  a s u p e rm a r k e t .  (Many e x c l a m a t i o n s )  Oh'.Oh'.
Te -  V e r y  good'.
H -  The o range?
S -  F i r e .
Ta -  Candy .
265 (The  o t h e r s  d i d n ' t  s a y  a n y t h i n g )
R -  A p p le .  (Many l a u g h s )
Te -  So you  keep  i t .  I  t h i n k  you  w i l l  be t h e  o vm e r .  The o n l y  o n e . . .
Now y o u ,  H.
H -  I  l i k e  i t . . .  n e a r  t h e  o r a n g e . . .  ( l o n g  p a u se )  n e a r  t h e  r u l e r .
270 P -  The r u l e r  and?
H -  The o r a n g e .
Ev -  The c a n d y .
Te -  Y a . . .  Ok. Y ou .
P -  I t ' s  n e a r  t h e  candy  and i t ' s  l i t t l e  a n d . . .  h e l p  us  i n  o u r  w r i t i n g s ?
275 Y es .
A -  E ra s e r ?
H -  E r a s e r .
Ev -  E r a s e r  (many l a u g h s )
Te -  Y ou .
280 T a ' -  I t ' s  n e a r  t h e  p e n ;  h e lp  me t o  go to , t h e  s c h o o l ,  a n d . . .  n e a r  t h e  
o ra n g e .
P -  The k e y .
Ev -  The k e y .
Ta -  Y e s .
285 Te -  Who has a n o t h e r  one? Ok. P .
P -  ( l a u g h s )  I t  i s  so easy '. I t ' s  l o n g .  U s u a l l y ,  e v e ry b o d y  ( h e s i t a t i o n )  
b r i n g ?  No.
Te -  Go on .
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P -  B r i n g  t h i s  t h i n g  when th e y  w e n t  t o  t h e  s c h o o l  (many l a u g h s )  hum, 
290 ah', you  know', n e a r  t h e  a p p l e .
Ev -  The r u l e r ,  ( l a u g h s )
Te -  O n l y . . .  Ok . So you  s a i d  you  l i k e d  i t .  I t  i s  y o u r s ,  (many l a u g h s )
I t  i s  t h e  p r i z e .  F o r  t h e  w in n e r  a p r i z e .  (To  R . )
(C h a n g in g  A c t i v i t y )
Te -  We c a l l  t h i s  ro d  
295 P -  Rod?
Te -  T h is  d o e s n ' t  mean a n y t h i n g  e l s e .  I t ' s  a r o d .  (and  showed a l o t  o f  
d i f f e r e n t  r o d s  c a l l i n g  them  r o d s )
L e t ' s  see  i t s  c o l o r s ?
Ev -  O ra n g e ,  b l u e ,  g r e e n .
300 P -  G re e n ,  no'.
Te -  L e t ' s  c a l l  t h i s  d a r k  b l u e  and b lu e ?
Ev -  O k .
Te -  Ok? I t ' s  a c o n v e n t i o n .
Ev -  Red , b l a c k ,  y e l l o w ,  g r e e n ,  p i n k ,  b row n  and w h i t e ' .
305 P -  I  have  seen  one when I  was a c h i l d  
Te -  What f o r ?
P -  I  ha ve  s e e n . . .  A h , a t o y ?  No?
Te -  Hum hum (Y e s )  I t ' s  a k i n d  o f  s c h o o l  d e v i c e  t o  s t u d y . . .  What d i d  
yo u  s tu d y ?
310 P -  Oh'. I  d o n ' t  r e m e m b e r . . .  I  t h i n k  i t  was m a th e m a t ic s .
Te -  (And t h e  t e a c h e r  e x p l a i n e d  a l i t t l e  who had i n v e n t e d  t h e  m e th o d -
C u i s e i n a i r e  -  B u t  a l l  t h i s  d i d n ' t  h a ve  a n y t h i n g  w i t h  t h e  a c t i v i t y -  
I t  was P . who b egan  t a l k i n g  a b o u t  t h i s ) .
We w i l l  u se  t h i s  f o r  a n o t h e r  t h i n g .
315 So r o d s .
Ok, p e o p le .  A b l a c k  r o d  i s  on a b l u e  r o d .  They fo rm  a c r o s s .  Ok?
Ev -  Ok.
R -  What I ? . . .
Te -  Do i t .  So , s p e a k .  D e s c r i b e  i t .
320  R -  Y e s .  I  p u t  t h e  b l u e . . . ?
Te -  Rod
R -  I  p u t  t h e  b l u e  r o d . . .  b e s id e ?  b e s id e  t h e  b l a c k .  B la c k ?
Te -  You can  h e l p  h im .
P -  He made a T 
325 Te -  You may u se  m o re  r o d s  i f  y o u  w a n t .
A -  I  t a k e  tw o  b l a c k  r o d s  and two  b l u e  r o d s  a n d . . .  ( l o n g  p ause )
Te -  H e lp  h im '. You h e l p  h im .
P -  I  d o n ' t  know how t o  s a y .
A -  I  j o i n e d  t h e . . .
330 Te -  Go o n .  T r y  t o  e x p l a i n . . .
A -  I  j o i n e d  t h e  (p a u s e )
P -  Ends?
A -  The e x t r e m e s .
Te -  Ok. Go o n .
335 A -  . I  j o i n e d  t h e  e x t re m e s  o f  t h e . . .  o f  t h e  each  one and I  f o r m . . . f o r m ?  
Te -  Hum, hum.
A -  A . . .
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P -  I  d o n ' t  know how t o  s a y .
340 Ta -  Squa re?
Ev -  S qua re  I
Te -  Ok'. Ok'. V e r y  g o od .  A n o t h e r  o n e .  F o r  i n s t a n c e :  I  t o o k  tw o  b row n
r o d s . . .  l o n g . . .  lo n g  b rw on  r o d s ,  and tw o  s m a l l  w h i t e  r o d s .  I  p u t  
t h e  tw o  w h i t e  r o d s  b e tw e en  t h e  two  l o n g  b row n  r o d s .  You can  make  
345 any  k i n d  o f  f i g u r e .  The p r o b le m  i s  t o  d e s c r i b e .  A n o t h e r  o n e ,
P -  I  d o . . .  I  t a k e  tw o  lo n g  o ra n g e  r o d s  and a b row n  r o d .  And I  j o i n e d ?  
No'. I  p u t  them  w i t h  t h e . . .  t h e  e x t r e . . .  t h e  e x t r e m e . . .  n o . . .  How 
t o  s a y . . .
Te -  You can sa y  e n d s . E nd s .  I t  i s  e a s i e r  t h a n  e x t r e m e t i e s . . .  E nd s .
350 P -  E nd s . And i n  t h e  m id d l e  I  p u t  t h e  l i t t l e  w h i t e  r o d .
Te -  Ok , So you  made a k i n d  o f . . .  Square?
Ev -  N o . . .
A -  T r i a n g l e ?
Te -  Speak l o u d e r ' .
355 A -  T r i a n g l e .  (W i t h  a w ro ng  p r o n u n c i a t i o n )
Te -  Ok. Good. A n o th e r  o ne .
H -  Me.
Te -  You can d e s c r i b e  w h i l e  you make t h e . . .
H -  I  t a k e d  one b l u e  r o d  (h e  s a id  ) and two  o ra n g e  r o d s ,  and I
360 fo rm
P -  Y u a i  
Y u a i
Te -  Y e s .  A l e t t e r .
H -  Y es . I  fo rm ed  a l e t t e r .
365 Te ' -  A Y .  Y e s .  Good.
R -  Y ou . T r y  t o  do o n e .  I n v e n t  a n o t h e r  f i g u r e .
Ta -  Ok. T oo k  t h e  b l u e . . .  H u m . . .  b l u e .  (She d i d n ' t  s p e a k  w h i l e  she was 
t r y i n g  t o  make a f i g u r e .  She was n o t  v e r y  e n t h u s i a s t i c  a b o u t  t h i s  
a c t i v i t y .  P . la u g h e d )
370 Te -  You d o n ' t  need t o  be an a r t i s t .
P -  I t  i s  so fu n n y ' .  B e c a u s e . . .  p i n k ,  b l a c k ,  g r e e n . . .  n o ,  b l u e .
Te -  Ok . L e t ' s  do s o m e th in g  d i f f e r e n t .
Now, y o u ' l l  h ave  t o  h i d e  y o u r  f i g u r e  f r o m  th e  o t h e r s .  I  w i l l  h i d e  
my f i g u r e  t o o .  So, I  d e s c r i b e  t h e  f i g u r e  and y o u ' l l  have  t o  make  
375 t h e  f i g u r e .  Do l i k e  t h i s ,  f o r  i n s t a n c e :  T ake  a s m a l l  r e d  r o d  and
a tw o  b l u e  r o d s . . .  tw o  b l u e  r o d s . . .  Ok? D o n ' t  l o o k  t o  each  o t h e r ' s  
f i g u r e s .  P u t  t h e  r e d  r o d  a c r o s s  t h e  b l u e  r o d s .  P u t  t h e  r e d  r o d  on  
t h e  b l u e  r o d s . T h e  r e d  r o d  i s  a c r o s s  t h e  b l u e  o n e s .
P -  The tw o  b l u e  ro d s ?
380 Te -  You may a s k  me q u e s t i o n s ,  i f  y o u  d o n ' t  u n d e r s t a n d .
P -  The two b l u e  r o d s  o r  o n l y  one?
Te -  The re d  r o d  i s  on t h e  b l u e  r o d s  and i t  i s  a c r o s s  t h e  b l u e  r o d s  i n  
t h e  m i d d l e .  E x a c t l y  i n  t h e  m i d d l e .  ,
P -  I  t h i n k  I  u n d e r s t a n d .
385 Te -  L e t ' s  d i s c u s s  t h e  d i f f e r e n c e s .  Who remembers w ha t I  s a id ?
Ta -  You had tw o  b l u e  r o d s  and one r e d . . .
S -  The m id d l e  o f  r o d s . . .
P -  A c ro s s ?
Ta -  Ah'. A c r o s s .
390 Te -  You see  a c r o s s .  I  had tw o  b l u e  r o d s  and one r e d  r o d ,  o n l y  o n e .  P u t  
t h e  r e d  ro d  i n  t h e  m i d d l e ,  on t h e  tw o  b l u e  r o d s  -  a c r o s s  -  So one
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i s  Ok. Y es , you  a r e  r i g h t .  I  d i d n ' t  say  t h e y  w e re  n o t  t o u c h i n g  
each  o t h e r .  I  d i d n ' t  s a y  t h e y  w e re  s e p a r a t e .  You a r e  r i g h t .  Ok. 
L e t ' s  t r y  a n o t h e r  o ne . The l a s t  o n e .  I t ' s  t im e  t o  g o . . .  Take  a 
395 b i g  b l u e  r o d ,  e v e r y b o d y .  Take  a b i g  b l u e  r o d  and tw o  -  a b i g  b l u e
r o d  -
P -  O k .
Te -  Make t h i s  i n  p a i r s .  Make t h i s  i n  p a i r s ,  b u t  o n l y  one f i g u r e .  W ork  
i n  p a i r s  now . Take  a b i g  b l u e  r o d  and two  y e l l o w  ones -  tw o  y e l l o w  
400 o n e s .  L a y  t h e  y e l l o w  r o d s  on t h e  t a b l e ,  t o u c h i n g  each  end o f  t h e
b l u e  r o d .  T o u c h in g ? I  (Somebody s a id  s o m e th in g  we d i d n ' t  u n d e r ­
s t a n d ) .  Ok . D o n ' t  w o r r y ,  a f t e r w a r d s  I ' l l  e x p l a i n .  I ' l l  r e p e a t .
Take  a b i g  b l u e  r o d  and two  y e l l o w  o n e s .  Ok? L a y .  Look '. S ta nd  -  
L a y  (The t e a c h e r  d e m o n s t r a t e d ) .  When we s le e p  we l a y  down. Ok?
405 L a y  t h e  y e l l o w  r o d s  on t h e  t a b l e ,  t o u c h i n g  each  end o f  t h e  b l u e
r o d  -  each  end o f  t h e  b l u e  r o d .  Now t a k e  one  b i g  o ra n g e  r o d . . .
P -  B u t? '.
Te -  W e l l ,  a s k .
P -  The y e l l o w  r o d s  a r e . , .
410 Te -  T o u c h in g  each  end o f  t h e  b l u e  r o d .  They  a re  l a i d  on t h e  t a b l e .
P -  Ok. C o n t i n u e . . .  ( l a u g h i n g . . . )
Te -  Now, t a k e  one b i g  o ra n g e  r o d  and p u t  i t  a c r o s s  t h e  y e l l o w  o n e .
(P . s t i l l  l a u g h i n g . . . )
Pa -  I n a u d i b l e  ( s a y s  s o m e th in g  I  c o u l d n ' t  i d e n t i f y  i n  t h e  t a p e . )
415 Te -  No'. Now t a k e  one b i g  o ra n g e  r o d  and p u t  i t  a c r o s s  t h e  y e l l o w  o n e s .
F i n a l l y ,  t a k e  tw o  s m a l l  w h i t e  r o d s  -  tw o  s m a l l  w h i t e  r o d s  -  and  
p la c e  -  p l a c e  o r  p u t  one on each  end o f  t h e  o r a n g e  r o d .  R e a d y ? ' . . . .  
(W a i t  f o r  some s e c o n d s ) .
P -  W a i t  a m i n u t e l  ( l a u g h i n g )
420 Te -  Now'. Show y o u r  f i g u r e ' .  (Many l a u g h s )  W e l l . . .  V e r y  good I (The
bo ys  had made i t  c o r r e c t l y ) .  N e x t  c l a s s  w e ' l l  d i s c u s s  on  t h e  d i f ­
f e r e n c e s .  Ok? N e x t  c l a s s ,  we have  no t im e ,  we ha ve  t o  go now . N e x t  
c l a s s  we w i l l  r e p e a t  t h e  e x e r c i s e  and w i l l  d i s c u s s  on  t h e  d i f ­
f e r e n c e s .  Ok? So see you n e x t  W ednesday . B ye .
425 Ev -  ( l a u g h i n g )  B ye .
SESSION THREE
Te -  Remember o u r  l a s t  c la s s ?  We a r e  g o in g  t o  r e p e a t  t h e  l a s t  f i g u r e .
You w o rk  i n  p a i r s .  You tw o ,  you  t w o . . .  And w h i l e  you  w o r k ,  s p e a k .  
T r y  t o  e x p l a i n  t o  each  o t h e r . . .  I ' l l  g i v e  t h e  d i r e c t i o n s  f i r s t ,  
and a f t e r w a r d s  you  w i l l  be  t h e  t e a c h e r s .  You i n v e n t  and g i v e  t h e  
5 d i r e c t i o n s .  Ok? Take  a b i g  b l u e  r o d ;  tw o  y e l l o w  r o d s ;  t a k e  one
b i g  o ra n g e  r o d  and t a k e  tw o  s m a l l  w h i t e  r o d s .  Ok . Now pa y  a t t e n ­
t i o n :  Take  t h e  b i g  b l u e  r o d  and t h e  tw o  y e l l o w  o n e s ;  l a y  t h e  y e l ­
lo w  r o d s  on t h e  t a b l e . . .  t o u c h i n g  each  end o f  t h e  b l u e  r o d .
P -  What?
10 Te -  T o u c h in g  each  end o f  t h e  b l u e  r o d .
S -  Yes? (To P . )
P -  I  d o n ' t  know . Ok'. ( l a u g h s )
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Te -  Now, t a k e  one b i g  o ra n g e  r o d  and p u t  i t  a c r o s s  t h e  y e l l o w  o n e s .
F i n a l l y ,  t a k e  tw o  s m a l l  w h i t e  r o d s  and p la c e  one on each  end o f
15 t h e  o ra n g e  r o d .
I ' l l  r e p e a t  v e r y  q u i c k l y .  (She r e p e a t s  t h e  i n s t r u c t i o n s  w i t h o u t  
any i n t e r r u p t i o n .  Ok. Show y o u r  p i c t u r e s . )  (many l a u g h s )
P -  I s  i t  r i g h t ?
Te -  W e l l ,  you have  t o  say  i f  i t  i s  a l l  r i g h t  o r  n o t .  N o w . . .
20 P -  I  d o n ' t  u n d e r s t a n d  when you  s a y . . .  t h e  y e l l o w  r o d s .  W e l l ,  I  p u t  
t h e . . .  I  t h i n k  i n  t h i s  f o rm ,  b u t  I . . .
Te -  T o u c h in g  each  end o f  t h e  b l u e  r o d .  I t  i s  Ok, i t  i s  Ok, i t ' s  Ok.
(She r e p e a t s  -  t o u c h i n g  -  and d e m o n s t r a t e s  i t . )  Now I ' d  l i k e  one  
o f  you  t o  d e s c r i b e  t h i s  f i g u r e .  W e l l . . .  b e g i n .  You can  h e l p  ea ch  
25 o t h e r  i f  you  n e e d . (Some h e s i t a t i n . . . )  L o o k  a t  t h e i r  p i c t u r e .
T h e r e ' s  a d i f f e r e n c e .  D is c u s s  on t h e  d i f f e r e n c e .  W h a t 's  t h e  d i f ­
f e r e n c e  i n  t h e i r  p i c t u r e ?
P -  I n  my p i c t u r e ?
Te -  Y e s ,  t h e r e  i s  s o m e th in g  d i f f e r e n t .
30 A -  I t  i s  n o t  on t h e  end o f  t h e  b l u e  r o d .  I t ' s  n o t  t o u c h i n g  t h e  l i t t l e  
w h i t e  r o d s . . .  ^
Te -  Hum -  hum -  (Y es )
A -  . . .  a r e  n o t  t o u c h i n g  t h e  ends o f  t h e  b l u e .
Ev -  O ra n g e .
35 A -  . . .  o r a n g e  r o d .
Te -  So you  t h i n k ,  t h e r e  i s  a d i f f e r e n c e ?
P -  I  ( i n a u d i b l e )  v e r y  q u i c k l y .  I  d o n ' t  k n o w . ; .
Te -  W e l l ,  so how do  you  e x p l a i n  y o u r  d i f f e r e n c e ?
P -  I  d o n ' t  see d i f f e r e n c e ,
40 Te -  D o n ' t  you?
P -  N o ,
Te -  I ' l l  r e p e a t  v e r y  q u i c k l y .  F i n a l l y  t a k e  two  s m a l l  w h i t e  r o d s  and 
p la c e  one on  each  end o f  t h e  o ra n g e  r o d .
P -  Here? (Somebody answe red  v e r y  lo v ; -  yes  -  )
45 Te -  Y e s ,  What i s  end?
P -  I  u n d e r s t a n d  w h a t  i s  end b u t  I  p u t  i t  v e r y  q u i c k l y  a n d , , .  I , . ,
Te -  Ok. So, t h a t  i s  t h e  d i f f e r e n c e .  Who w a n ts  t o  d e s c r i b e  t h i s  p i c ­
t u r e ?  T r y  t o  d e s c r i b e  t h e  p i c t u r e .  Y a ,  anybody ' .  You b e g i n  and t h e  
o t h e r s  h e l p  y o u .  You b e g i n  and e v e r y b o d y  i s  g o in g  t o  h e lp  y o u ,
50 ( S i l e n c e ) ,  W e l l ,  a n o t h e r  one b e g i n s . , ,
A -  W e l l ,  you  t a k e  a b i g  b l u e  r o d  a n d ,  and p u t  t h e ,  t h e  two  y e l l o w  
r o d s  on t h e  e x t r e m i t i e s  o f  t h e  b l u e  r o d ,
Ev -  Hum, hum, (Yes )
A -  And we a c r o s s  a , , ,
55 Ta -  O r a n g e . , ,
A -  O range  r o d ,  e r  on  t h e  b l u e ,  y e l l o w  r o d s  ( s t o p )
Te -  Go o n . , ,
A -  And we p u t  t h e  tw o  s m a l l  w h i t e  r o d s  e on each  end o f  t h e . , .
P -  O range  r o d . , ,
60 A -  O range  r o d ,
Te -  Ok, A nybody  e l s e ?  W ou ld  l i k e  t o  r e p e a t , , ,
P -  W e l l ,  I  t h i n k  t h e  y e l l o w  r o d s  a re  t o u c h i n g ,  I  t h i n k  t h e y  a re  n o t  
on  t h e  b l u e  r o d ,
Te -  Y e s ,  t h e y  a re  n o t  on t h e  b l u e  r o d .  Where a r e  t h e y  so?
65 P -  They  a re  o n l y  t o u c h i n g , . ,  t h e  ends o f  t h e  b l u e  r o d .
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Te -  Ok. What e ls e ?  N o th in g  e ls e ?
Ev -  . . .  (T h ey  d i d n ' t  say  iw .  They o n l y  p ro d u ce d  a n e g a t i v e  s o u n d . )
Te -  Ok, now one o f  yo u  p l a y  t h e  t e a c h e r ' s  r o l e .  One o f  you  i s  t h e
70 t e a c h e r  and e v e ry b o d y  i s  g o in g  t o  c o n s t r u c t  a n o t h e r  f i g u r e .  Ok?
You ha ve  a . . .  i n  p a i r s . . .  you  b o t h  can  w o rk  t o g e t h e r . . .  t r y  t o . . .  
d e s c r i b e  and t o  g i v e  i n f o r m a t i o n  i n  o r d e r . . .
P -  We a r e  g o in g  t o  s t a r t ?
Te -  Y e s ,  maybe y e s .
75 P -  H u m . . .  Take  t w o . . .  N o . . .  e ' . . .  tw o  b l u e  o r  o ra n g e  r o d ,  I  t h i n k . . .
I t ' s  n o t  b l u e . . .  (To  h e r  p a i r )  a n d . . .  I  t h i n k  ( i n a u d i b l e , )  I  d o n ' t  
k n o w . . .
Te -  I t  d o e s n ' t  m a t t e r .  T r y  t o  e x p l a i n  y o u r  f i g u r e .
P -  ( H e s i t a t i o n ) . . .  T a , h e l p  me?'.
80 Ta -  Now, you  t o o k  tw o  b l u e  r o d s  (p a u s e )
P -  Took  th e s e  p i n k  r o d s  and s ta n d  on  each  b l u e  r o d .  (L a u g h s )
Te -  I f  y ou  t h i n k  t h e  i n f o r m a t i o n  i s  n o t  enough a s k  them  f o r  i n f o r m a ­
t i o n ,  Ok?
Ev -  Ok.
85 P -  Do you  u n d e r s ta n d ?
A -  E . . .  ( S ig n s  o f  d o u b t s )
Te -  A s k .
P -  I  s a i d  each p i n k  r o d  on each  b l u e  r o d .  N o w . . .
Ta -  S t a n d i n g . . .
90 P -  S ta n d .  Now, t a k e  a y e l l o w  r o d ,  one y e l l o w  r o d  and p u t  b e tw e e n  t h e  
b l u e  r o d s .  ( L a u g h s )  ( P a u s e ) . . .  Now 
Ta -  No I a lo n g .
P -  A lo n g  o ra n g e  r o d .
Ta -  A c r o s s . . .
95 P -  A c r o s s  t h e  y e l l o w  and th e  b l u e  r o d .
Ta -  And t h e  two  b l u e  r o d s .  (Ta was m o re  s p e c i f i c . . .  She was c o n s t a n t ­
l y  t e l l i n g  P w ha t  t o  s a y .  P was t h e  ' P o r t a  v o z '  o f  t h e  p a i r ) .
P -  And f o r  t h e  e n d ,  t a k e  f o u r  l i t t l e  w h i t e  r o d s  ( l a u g h s )  and p u t  
t h e m . . .
100 Pa and Ta -  On th e  p i n k  and o ra n g e  r o d .  ( L a u g h s )
Te -  V e r y  c r a z y .  (Many la u g h s )
S -  I n  t h e  o ra n g e?
Ta -  And p u t  on t h e  o ra n g e  r o d .
P -  Yes I  say  -  and p u t  on t h e  o ra n g e  r o d .
105 S -  O k . . .  e x cu se  me.
Te -  Do you  t h i n k  th e  i n f o r m a t i o n  i s  enough?
Ev -  Y es .
P -  Yes? I  can  r e p e a t  a g a i n .
Ta -  C ou ld  you?
110 P -  I  t h i n k . . .  (Many la u g h s )
Te -  L e t ' s  do  s o m e th in g  d i f f e r e n t .  D o n ' t ,  show y o u r  p i c t u r e .  Ok? Now
y o u .  Y ou , b o t h  o f  y o u .  T r y  t o  d e s c r i b e  t h e  p i c t u r e  you  h a v e .  Ok? 
D o n ' t  show y o u r  p i c t u r e .  Im a g in e  t h a t  e v e ry b o d y  i s  g o in g  t o  do  i t  
a g a in .
115 I f  you  w a n t ,  you  may u se  t h e  p a s t  te n s e  -  we t o o k  -  t o  e x p l a i n
w h a t  you  d i d .  Ok? B e g in .  Speak l o u d e r ,  p l e a s e .  (L au g h s )
A -  You t a k e . . .  You t o o k  tw o  b l u e  r o d s  and l a i d  them on t h e  t a b l e .
B e f o r e  t h i s  we t o o k  two  p i n k ,  b l u e  r o d s  -  p i n k  r o d s  and p u t  them  
on t h e  m id d l e  o f  each  o n e . . .
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120 P -  I n  t h e  m id d le ? ' .
A -  M i d d l e .  (L aughs  f r o m  P . )
I n  t h e  m id d l e  o f  each  b l u e  r o d ,  ( p a u s e )  and on each  one b l u e  ro d  
a ,  n o ,  on each one p i n k  r o d s  we p u t  ( P ' s  la u g h s )  tw o  w h i t e ,  two  
l i t t l e  w h i t e  r o d s .
125 R -  The we p u t  a . . .  a o ra n g e  
Te -  R od .
R -  Rod a c r o s s  t h e . . .
H -  The two  b l u e  r o d s .
R -  The two  b l u e  r o d s .
130 P -  And w h e r e ' s  t h e  y e l l o w  ro d ?  (E v e r y b o d y  l a u g h s ) .
R -  I t ' s  u n d e r  th e  o ra n g e  r o d .
Ev -  O k .
Te -  Go o n . . .
R -  And we p u t  a n . . .  o t h e r ,  and we p u t  o t h e r  tw o  s m a l l  r o d s  on a on  
135 A -  Each e nd .
R -  On 
A -  Each e nd .
R -  O r a n g e . . .  o r a n g e  r o d .
Te -  D o n ' t  show y o u r  p i c t u r e ,  y e t .  O k , now y o u .  E x p l a i n  y o u r  p i c t u r e .  
140 D e s c r i b e  y o u r  p i c t u r e .
H -  P u t  t h e  y e l l o w  r o d  b e tw e e n  t h e  b l u e  r o d s .
P -  ( L a u g h in g )  C o n t in u e .
H -  And t h e  o ra n g e  r o d  a c r o s s  t h e  y e l l o w  and t h e  b l u e  r o d . . .  The p i n k  
r o d s  t h e . . .  on  t h e  b l u e  r o d s .
145 Te -  D id  you  f i n i s h ?
H -  N o . . .
S -  The w h i t e  r o d s . . .  on t h e . . .  on t h e  r o d s  and t h e  p i n k  r o d s . . .
Te -  Ok. Now, show y o u r  p i c t u r e s  and d i s c u s s  on  t h e  d i f f e r e n c e s .
(Many l a u g h s ) .
150 P -  Oh'. My God'.
Te -  W e l l ,  w h a t  a r e  t h e  d i f f e r e n c e s ?
Ta -  The p i n k  r o d s  a r e  n o t  on t h e  e n d s .
P -  And t h e  y e l l o w  r o d  i t ' s . . .  a i . . .  how can  I  say? '. . . .  a . . .  i t ' s  
n o t . . .
155 R -  I t ' s  n o t  a c r o s s . . .
P -  Y es , i t ' s  n o t  on t h e  o ra n g e  r o d .  They a r e  i n  t h e  same p o s i t i o n :  
t h e  o ra n g e  and t h e  y e l l o w .
Te -  ( I n a u d i b l e )  some la u g h s  -  
P -  H. he  p u t  a l l  t h e  r o d s .  ( H e s i t a t i o n ) .
160 Ta -  N e a r . . .  i
P -  N e a r . . .  b e s i d e . . .  t h e  p i n k  r o d s  a r e  n o t  i n  t h e  e n d ,  on t h e  end  
o f  t h e  b l u e  r o d .
Te -  A re  you  s u re ?  A re  you  s u r e ,  you  s a i d  on t h e  end? (Many v o i c e s  
s a y i n g :  n o ,  I  d o n ' t  k n o w . . . )
165 P -  No , I  t h i n k . . .  (L a u g h s )
Te -  H . ,  do  you  remember? Do you  t h i n k  t h e . . .
P -  N o . . .
H -  No, I  t h i n k  n o . . .  They d i d n ' t  s a y . . .
Te -  So, a t  t h e  end o f  t h e  c l a s s  we can  l i s t e n  t o  t h e  ta p e  r e c o r d e r .  
170 So ( l a u g h s ) . . .  Any o t h e r  q u e s t i o n ?  ( S i l e n c e )  -  No q u e s t i o n ?
P -  Oh'. I t ' s  a . . .  f u n n y .
Te -  Ok'. Now, a n o t h e r  p a i r .  When you  g i v e  i n f o r m a t i o n  t r y  t o  be  as
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c l e a r  as you  c a n .  Ok?
Ev -  Ok'.
175 Te -  Who w an ts  t o  be t h e . . .  c o n d u c to r?
H -  ( I n a u d i b l e )  A o ra n g e  r o d ,  a b i g  o ra n g e  r o d .
Te -  H . ,  speak  a l i t t l e  b i t  l o u d e r ,  i f  you  c a n .
H -  A b l a c k  r o d  
P -  Where I  p u t  i t ?
180 H -  Hum?
P -  Where I  p u t  t h i s  b l a c k  ro d?
H -  W a i t  a moment. Two g re e n  r o d s .  You p u t  t h e  b l a c k  a c r o s s  t h e  
o ra n g e  r o d .
A -  Where? on  t h e  m id d le ?  on  t h e  end?
185 H -  On t h e  m id d l e .
Ev -  M i d d l e .
H -  And th e  g r e e n  r o d s  on t h e  b l a c k  r o d .
Many v o i c e s  -  I n  t h e  end? on  t h e  end?
H -  Y e s .
190 P -  Two? (L augh s )
H , -  Y es .
Te -  I  need two  h a n d s .  (More  la u g h s )
S -  U nde r  t h e  b l a c k  r o d ,  no?
H -  Oh, u n d e r !  No on t h e  b l a c k  r o d ,  u n d e r  t h e  b l a c k  r o d .  ( L a u g h s )  
195 Ta -  C o n g r a t u l a t i o n s ' .  ( i r o n i c a l )
H -  T hank  you  ( l a u g h i n g ) . . .  p a u s e . . .  One b row n  r o d .  (Many i n a u d i b l e  
w o rd s  f r o m  t h e  o t h e r s  -  a l l  a t  t h e  same t i m e ) . . .  t o u c h i n g  t h e  
b row n  r o d .
Ev -  Brown? b rown?  b rown? (one  v o i c e  each  t i m e ) .
200 H -  B row n .
Ta -  Ah'. Ok.
Te -  T o u c h in g  wha t?
H -  I n  t h e  end o f  t h e  o ra n g e  r o d .
A -  ( I n a u d i b l e )  B u t  t h e . . .
205 P -  On t h e  t o p  o r  on t h e  b o t to m ?
H -  N o .
P -  What d i f f e r e n c e ?
H -  A h , y e s .
A -  B u t . . .
210 Te -  T h e re  a re  tw o  e n d s .  W h ich  one do you mean? (P au se )  No a n s w e r .
H -  W e l l ,  I  t h i n k  i t ' s  t h e  end .
Te -  The end? Ok. L e t ' s  show o u r  f i g u r e s .  (L a u g h s )
Te -  E v e ry b o d y  i s . . .  Ok , b u t  m e . . .  (many la u g h s )  Why d i d  you p u t  t h i s  
way?
215 P -  B u t . . .  i t ' s  r i g h t ' .  Because  H. d o n ' t  sa y  t h e r e  w e re  ( i n a u d i b l e )  
a c r o s s  t h e  b rown? I  d o n ' t  know .
Te -  Y e s .  I t  was l a c k  o f  i n f o r m a t i o n .  F o r  me, t h e r e  was one i n f o r m a ­
t i o n  m i s s i n g .  B u t  i t  d o e s n ' t  m a t t e r .  E v e ry b o d y  i s  Ok, I ' m  w r o n g .  
The l a s t  one .
220 R -  Take  t h e  b l u e . . .
Ta -  Ok. (O th e r  v o i c e s  s a y in g  Ok)
R -  ( H e s i t a t i o n )  Took  ( i n a u d i b l e )  P u t  them  u n d e r  th e  b l u e  r o d s .
P -  Under? '.
A  -  On each  e n d . . .
225 R -  On each  e n d . . .
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A -  Unde r on each  end o f  t h e  b l u e  r o d s .
R - And... take the., two (inaudible) rods. Put them...
A -  B e s id e  (T h ey  w e re  s p e a k in g  a t  t h e  same t im e ,  b u t  A .
230 R -  B e s id e .  was l e a d i n g . )
A - The blue rod.
R -  The b l u e  r o d .
A - On the middle.
R - On the middle.
235 A -  On t h e  m i d d l e ,  b e s id e  th e  b l u e  r o d .
Pa and Ta - On the middle?
A -  B e s id e .
S - Stand?
A -  I n  t h e  m i d d l e ,  s t a n d .
240 P -  B u t  t h e  b l u e  r o d  i s  b e tw e e n  t h e  g re e n  r o d s ?
A -  No, n o .  I t ' s  b e s i d e .  O n e . . .  a t
P -  G re en , b l u e ,  g r e e n .
A - Green, blue, green. Yes.'
Ev -  Ok.
245 R -  And p u t  t h e  p i n k  r o d  u n d e r  t h e  b l u e  r o d .  (L a u g h s )
A - - On
R - On
A - On the blue rod.
P - The blue rod?
250 A -  On t h e  b l u e  r o d .
R - On the blue...
P - But not on the green rod?
A -  No, t h e  g r e e n  r o d  w i l l  to u c h  each end o f  t h e  (many l a u g h s ) . . .  t h e  
g r e e n  r o d  w i l l  t o u c h  each  end o f  t h e  p i n k  r o d .  (Pause  -  e v e r y -
255 b ody  i s  w o r k i n g  w i t h  th e  l a s t  i n f o r m a t i o n ) .
A -  Now you  t a k e  one o ra n g e  r o d ,  one b i g  o ra n g e  r o d  and p u t  on t h e  
m id d le  o f  t h e  p i n k  r o d .
Ev -  Ah? ’.
H - Pink.
260 A -  On th e  m id d l e  o f  t h e  p i n k  r o d .  (Many sounds o f  c o m p la i n t s )  
Somebody -  I t ' s  im p o s s i b l e .
P -  Nao'. The p i n k  r o d  i s  a c r o s s  t h e  b l u e  r o d .  I n  t h e  m i d d l e ,  and  
t o u c h i n g  t h e  g r e e n  r o d .
A -  The g re e n  r o d  ( C o n f i rm s )
265 P -  And t h e  y e l l o w ,  and th e  o ra n g e  ( c o r r e c t i n g )  r o d  on  t h e  p i n k  r o d .
A - In the middle.
P -  B u t  n o t  on t h e  ( i n a u d i b l e )  r o d . . .
Ev -  O k . . .
R -  And t a k e  two  l i t t l e . . .
270 Ev -  L i t t l e  r e d
R /A  -  Red r o d s .
R -  And p u t  them o n . . .
A -  Each end o f . . .  o r a n g e  r o d .
P -  O range  ro d? ' .
275 You a r e  c r a z y .
A ■ Now you  t a k e  a . . .
Ev -  Ah'. (laughs)
Many v o i c e s  -  C o lo r ?  What?
A -  B lu e  o n e .
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280 Ev -  B lu e?
P -  I  d o n ' t  h a v e .
A -  So, t a k e  o r a n g e .
Ev -  Orange.
A - The orange will touch each end of the little red rods.
285 P -  On t h e  r e d  ro d s ? ' .  I t ' s  g o in g  t o  f a l l i n g . (L a u g h s )
H - Finish?
Ev -  Y e s ,  (many e x c la m a t i o n s )
Te -  L e t ' s  se e .
Ev -  Oh'. Oh'. (Many e x c la m a t i o n s )
290 Te -  Ah'. Now I 'm  r i g h t ' .
A - Ok.
Te - Let me see yours?'.
Ev -  Yes.
P -  B e c a u se ,  I  a s k . . .  i s  t h e  g r e e n  r o d s . . .
295 A - Will touch the ends of the pink...
P -  A h , t h e  ends? I  t h i n k  t h e  ends h e r e ,  n o t  h e r e .  ( P o i n t i n g )
Te -  Y e s ,  c o u ld  b e .  How a b o u t  y o u ,  H . and S .?  I s  t h e r e  any  d i f f e r e n c e ?
H - Yes.
P -  They p u t  t h e . . .
300 H -  The p i n k  r o d s  on th e  r e d  r o d s ,  n o t  a c r o s s . . .
Te -  Yea , i n  t h e  o t h e r  p o s i t i o n . . .  Y e s ,  i t  i s  n o t  a c r o s s .  D id  y ou  s a y  
a c ro s s ?  (To  A . )  (Many v o i c e s  a t  t h e  same t i m e . . .  com m en t in g  on  
t h e  d i f f e r e n c e s  i n  H. and S . ' s  f i g u r e )
Ok. Good . L e t ' s  do s o m e th in g  d i f f e r e n t  now . S t i l l  u s i n g  r o d s .
305 L e t ' s  t e l l  s t o r i e s .  I ' l l  i n v e n t  a v e r y ,  v e r y  s h o r t  s t o r y . . .
u s i n g  r o d s .  Ok, l e t  me see w h ic h  s t o r y .  H u m . . .  Im a g in e  t h a t  t h i s  
i s  my h o u s e .  Ok? T h is  i s  my h o u s e .  I  l i v e  h e re  w i t h  my f a t h e r ,  
and my m o th e r .  (L a u g h s )  Y e s t e r d a y ,  my f a t h e r . . .  y e s t e r d a y  my 
f a t h e r  w e n t  t o  w o r k . . .  w en t t o  w o rk  b y  b u s . . .  Ok? and my m o th e r
310 (many l a u g h s )  w en t s h o p p in g  b y  c a r .  Ok? Who w a n ts  t o  r e c o n s t r u c t
t h e  s t o r y ?  (No a n sw e r )  Who w a n ts  t o  r e c o n s t r u c t  t h e  s t o r y ?  I t ' s  
e a s y .
Ta -  ( I n a u d i b l e )  H e lp?
Te -  Y e s ,  i f  you need h e l p .
315 Ta -  You l i v e  i n  a h o u s e ,  y o u ,  y o u r  f a t h e r  and y o u r  m o t h e r .  Y ou r  
f a t h e r . . .  y e s t e r d a y ,  y o u r  f a t h e r  go t o . . .
H . P . -  Went
Ta -  A h , w en t  t o  t h e  f a c t o r y ,  n o . . .
Ev -  To work.
320 Ta -  To w o r k  b y  bus  and y o u r  m o th e r  go t o  t h e  s h o p p in g  b y  c a r .
Te -  Ok. V e r y  good memory . Now I  w an t  you  t o  t e l l  me a s t o r y .  Ok l  
You may i n v e n t  any k i n d  o f  s t o r y .  V e r y ,  v e r y  e a s y .
Ta -  Y ou , P.
P -  Me?'.
325 Te -  No, n o ,  e v e ry b o d y  now t a k e  r o d s  and im a g in e  a s t o r y .  A f t e r w a r d s  
y o u ' l l  t e l l  me, t e l l  u s ,  Ok?
P -  I t ' s  you  R. (L a u g h s )
Te -  E v e r y b o d y ,  e v e ry b o d y  t r y  t o  t h i n k  a l i t t l e  s t o r y ,  a v e r y  s h o r t
s c e n e .  You may t a l k  among y o u r s e l v e s .  D o n ' t  pay  a t t e n t i o n  t o  me.
330 (Long pause -  they are thinking)
R -  I t ' s my h o u s e .
Ev -  Oh'. (L a u g h s )
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Te -  V e r y  b i g  h o u s e !
P -  Do you  have  a house  l i k e  t h a t ?
335 H -  H e re  a r e  t h e  b a th ro o m ,  (many l a u g h s )  and t h e  g a r a g e .  ( I n a u d i b l e )  
(many l a u g h s ) .  L a s t  w eek , 1 t o o k  my shower and was w e n t  a p a r t y .
I . . .  I . . .  h e l p  me I I  go t o  my, t o  m y . . .  t o  m y . . .
P -  B ed room .
R -  I  go t o  my b e d ro om , and I  p u t  t h e . . .  b e a u t i f u l  c l o t . . .
340 P -  C l a u t h . . .
R -  C lo th e s
I  w e n t  ( l a u g h s ) . . ,  I  w e n t  t o  t h e  g a ra g e  and I . . .  I . . .
Ta -  Took  y o u r  c a r ? I
R -  I  t o o k  my m o t o r c y c l e .  (Many e x c l a m a t i o n s )  H e re  i s  t h e  h o use  o f  
345 my g i r l - f r i e n d  and 1 g o . . .
P -  And who i s  y o u r  g i r l - f r i e n d ?  (L a u g h s )
R -  And I  go t o . . .  t o  t h i s  h o u s e ,  and I  w e n t  t o  t h i s  house  b y  m o t o r ­
c y c l e .  (The  g i r l s  a r e  s t i l l  l a u g h i n g )  And h e re  I  t a k e  h e r  i n  my 
350 m o t o r c y c l e  and 1 go t o  a p a r t y ,  and I  w e n t  t o  a p a r t y .
Te -  Ok. Good s t o r y .  V e r y  r o m a n t i c !  A n o t h e r  one?
P -  I  go t o  t e l l  a s s im  ( l a u g h s )  t h e . . .  a . . .  i t ' s a m i l a r  R . ' s  s t o r y ,  
Ok? H e re  i s  my h o u s e . . .  R . ' s  h o u s e .  H e re  i s  t h e  b a th ro o m  ( i n a u ­
d i b l e )  H e 's  t o o k  h i s  s h o w e r .  And h e r e  i s  h i s  m o t o r c y c l e  and h e r e  
355 i s  t h e . . .
S -  The g i r l - f r i e n d .
P -  And a . . .  I  d o n ' t  r e m e m b e r . . .  and h e r e . . .
Ev -  The ga ra ge?
P -  H e re  t h e  g a r a g e ,  e x cu s e -m e .  A n d . . .  he i s  t o o k i n g  a s h o w e r ,  and  
360 he i s  v e r y  h a p p y ,  b e cau se  he i s  g o in g  t o ,  he i s  g o in g  o u t  w i t h
h i s  g i r l - f r i e n d ,  and h i s  f a t h e r . . .  Ah how can  I  s a y ? . . .  He 
c o u l d . . .  he can  t a k e  t h e  m o to  ( l a u g h s )  -  i n a u d i b l e  w o rd s  -  b u t  
when he  was g o in g  t o . . .  t o  w en t t o . . .  l e t  me s e e . . .  h e r e  i s  S,
T ,  me, n o ,  y o u ,  S , A and H (many l a u g h s ) .  You a r e  g o in g  t o  
365 v i s i t i n g  R. B u t  he  was g o in g  o u t . . .  you  c a n ' t  go o u t ,  b e cau se
you  a r e  g o in g  t o  s t a y  t h e r e  t o  t a k e  a cup o f  c o f f e e . . .  ( i n a u d i ­
b l e )  . And we s t a y  t h e r e  a l l  t h e  n i g h t  and h i s  g i r l - f r i e n d  be  
v e r y  a n g r y  w i t h  h im  and v e r y  a n g r y  w i t h  th em . (Many l a u g h s )  And 
t h e n  t h e  f i n i s h  o f  t h e  s t o r y .  '
370 Te -  Ok. A n o th e r  o n e .  Who w a n ts  t o  t e l l  a n o t h e r  s t o r y ?
Ev -  S. ( l a u g h s )
Te -  ( W a i t s ) . . .  (m ore  l a u g h s ) .  I f  y ou  d o n ' t  w a n t ,  you  d o n ' t  n e e d .  Now, 
t r y  t o  g u e s s . . .  T r y  t o  f i n d  o u t  my s t o r y ,  b u t  I 'm  n o t  g o in g  t o  
t e l l  any w o r d .  I ' m  n o t  g o in g  t o  t a l k .  Ok? You ha ve  t o  im a g in e .
375 I f  you  a r e  r i g h t .  I ' l l  s a y  y e s , i f  you  a r e  w ro ng  I ' l l  s a y  n o .  Ok?
W e l l ,  l e t  me s e e .  ( S i l e n c e  -  e v e ry b o d y  l o o k i n g  and t r y i n g  t o  
g u e s s ) .
P -  F a m i ly ?
Te -  Y es .
380 S -  H ouse .
Te -  Y es .
P -  A v e r y  b i g  h o u s e .
Te -  Ok.
Ta ■- The c a r?
385 Te -  Y e s .
P -  Oh! The f a t h e r  i s  t a k i n g  t h e  c h i l d r e n  t o  t h e  s c h o o l .  The l e a v e ,
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n o ,  how y o u  say? le a v e ?
S -  N o .
P -  He i s  g o in g  t o  w o r k ,  b u t  he i s  g o in g  t o  t a k e  t h e  c h i l d r e n  t o  t h e
390 s c h o o l  a , . .
Te -  Y e s ,  y e s .  W e l l ,  e v e ry b o d y  can  h e l p .
Ta -  H e 's  g o in g  t o  h i s  w o rk?
P -  B u i l d i n g ?  I t  i s  a b u i l d i n g ?
Te -  Y es . (L au gh )
395 R -  I t ' s  a P a s s a t?  (Many l a u g h s )
Te -  Yes'. You a r e  r i g h t  I
Ta -  H u m . . .  t h e  b u s . . .
Ev -  A b u s ,  t h e  b u s . . .  t o  t h e  h o u s e . . .
H -  S u p e rm a r k e t .
400 T a /S -  S upe rm a rk e t ' .
R -  ( I n a u d i b l e  -  many la u g h s )
A -  Take  t h e  b u s .
Ev -  Go home.
P -  To make t h e  l u n c h .
405 Ta -  The f a t h e r  t a k e  t h e  c h i l d r e n s  and go home. Yes?
R -  ( I n a u d i b l e  -  many l a u g h s ) .
Te -  Ok. Now, r e p r o d u c e  t h e  s t o r y ,  s i n c e  t h e  b e g i n n i n g .
Ta -  The f a m i l y  l i v e s  i n  a house  and t h e  f a t h e r  t a k e s  t h e  c h i l d r e n s
and go t o  t h e  s c h o o l  and a f t e r  t h e  w o r k .  And Mom go t o ,  b y  b u s ,
410 t h e . . .  t o  t h e  s h o p p in g ,  a f t e r  go home and t h e  f a t h e r  go home,  
b e f o r e  t a k e  t h e  c h i l d r e n .
Te -  H e lp  h e r .
Ta -  And go home. I  d o n ' t  remember m o re .
Te -  I s  i t  Ok? R ig h t ?  Any p ro b le m ?
SESSION FOUR
(André absent)
(The lesson begins with the teacher giving the students instructions on 
the task).
Te - Try to read and to see what you have to do. If you have problems 
you can ask each other. Be very... Don't worry... you can think.
P - Who is the partner?
Te - The partner? Is player B, Ok?
5 I think you'll need a pencil. A pencil for everybody. If you need
something to mark your position... (She offers coins for every­
body) . (There is a long pause now. They are studying the maps).
P - We don't have number one?
Te - You don't, but your friend yes.
10 P - Hum hum.
Te - You don't have the same information. You have some information 
that they don't have. So, we'll see how you solve this problem.
P - Ok.
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Te -  E v e ry b o d y  m us t ha ve  a l l  t h e  i n f o r m a t i o n ,  Ok?
15 Ta -  W h a t 's  r a i lw a y ?  (Pause )
Te -  Who knows?
Ta -  R a i lw a y  s t a t i o n .
R -  S t a t i o n .
Te -  Who knows? -  R a i lw a y  s t a t i o n .
20 P -  I t ' s  i n  t h e . . .  h e r e .  I  see h e r e  i n  number o n e :  ’ F rom  t h e  r a i l w a y  
s t a t i o n  t o  t h e  Town H a l l ' .
Te -  Y e s .  B u t  she  i s  a s k i n g  w ha t  i s  r a i l w a y  s t a t i o n .
I t ' s  number 22 . C a n ' t  you  see a n y t h i n g  t h a t  h e lp s  you?
P -  I s  t h e  same o f  t h e  t r a i n ?  S t a t i o n ?
25 Ta -  Ok.
(L on g  p a u s e . )
Te -  L e t ' s  p u t  s o m e th in g  i n  y o u r  maps . Make a s i g n a l  l i k e  t h i s  -  N -  
i n d i c a t i n g  N o r t h .  Maybe y o u ' l l  need t h i s  k i n d  o f  i n f o r m a t i o n .  
Ready t o  b e g in ?
30 Ev -  Ok.
Te -  You can  m a rk  t h e  way you  f o l l o w  w i t h  y o u r  p e n c i l ,  s o ,  a f t e r w a r d s  
y o u ' l l  be  a b le  t o  see w he re  you  w e n t .  Ok?
Ev , -  O k .
( P a u s e . )
35 Te -  I  t h i n k  p l a y e r  A s t a r t s ,  b u t  y o u  a re  a g r o u p .  You w o rk  t o g e t h e r  
and g i v e  t h e  i n f o r m a t i o n  t o  y o u r . . .
P -  B u t  I  d o n ' t  u n d e r s t a n d . . .  t h e . . .  a . . .  f o r  e x a m p l e . . .  I  w a n t  t h e y  
go t o  th e  p o l i c e  s t a t i o n .  I  h a v e ,  I  g i v e  you  d i r e c t i o n s  f o r . . .
Te -  You t h r e e .  You b e g i n  and i f  y ou  have  p ro b le m s  t h e y  h e l p  y o u ;
40 a f t e r w a r d s  she g i v e s  t h e  i n f o r m a t i o n  b u t  you  h e l p  h e r .  Ok? Y o u ' l l
w o rk  l i k e  a g r o u p .  B u t  I ' d  l i k e  t o  see i n d i v i d u a l  w o r k  each  t im e .  
Ok?
(P a u s e . )
P -  F o r  e x a m p le ,  I  can  g i v e  t h e  i n f o r m a t i o n  t o  t h e  p r im a r y  s c h o o l?
45 Te -  Number?
Ev -  S i x .
Te -  Y a , i f  yo u  w a n t .  I n  y o u r  i n s t r u c t i o n s  w h ic h  i s  number one?
P -  Ah ! Ok.
Te -  I t ' s  b e t t e r  t o  f o l l o w .
50 P -  Hum hum. ( Y e s . )
R a i lw a y  s t a t i o n .  Town H a l l .  Where i s  t h e  Town H a l l ?
Ta -  T h i r t e e n .
P -  I  d o n ' t  have  Town H a l l  h e r e l  
Ta -  ( I n a u d i b l e )
55 Ev -  ( L a u g h s . )
P -  Y e s ,  b u t  I . , .  OhI S o r r y .
Te -  L e t  me s e e .  F rom  t h e  r a i l w a y  s t a t i o n  t o  t h e  Town H a l l .  W h a t 's  t h e  
number o f  Town H a l l ?
T h i r t e e n .
60 Ta -  I  h a ve  t h i s  n u m b e r .
H -  I  t o o .
Te -  You t o o .  I  t h i n k  t h i n g s  a r e  c h a nged .  L e t  me s ee .
P -  I  am a t  t h e  r a i l w a y  s t a t i o n .  Ok? I  d o n ' t  know w he re  i s  t h e  Town 
H a l l .  Then w ha t s t r e e t  I  need  t o . . .  t o  ta k e ?
65 Ta -  The h o s p i t a l ?  No, t h e  Town H a l l .
P -  Hum hum (Y e s . )
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Ta - Town H a l l . . .  e r . . ,
P - Y o u ' r e  h e r e .
v r u s t o l o w . l r  
a re  n o t  w o r k in g  i n d i v i d u a l l y .
. o r
Ev - Ok.
Ta - You m a y . . .  you  go a lo n g  t h e  s t r e e t  West Road
P - Here?
S - Ok.
Ta - And g o . . .
P - We ta k e  G re a t  West Road.
Ta - Y es ,  n o t  a t  t h e  end .
P - N o t a t  t h e  e n d . . .
Ta - G o . . .  go r i g h t .
P - R ig h t ?
Ta - T u rn  r i g h t .
P - Where?
T a /H - A t  t h e  H a rb o u r  Road.
P - Ok. We passed  L o c k  S t re e t?W e  d o n ' t  t u r n a ro u n d  L o c k  S t r e e t ?
Ta — (S m i le s )  (She d o e s n ' t  u n d e r s t a n d )  
Ok.
Te - H . , you  may h e l p . . ,
Ta - E r . . . ,  t a k e  H a rb o u r  Road,
P - Ok'.
Ta - You g o . . .
P - I  t u r n e d  r i g h t  a t  H a rb o u r  Road.
T a /H - Ok.
H - R ig h t ?
P - R i g h t .  I s n ' t  i t  r i g h t ?  L e f t  and r i g h t . (She makes g e s t u r e s )
H - I t ' s  r i g h t .
Ta - R i g h t .
P - I t ' s  r i g h t ,  R. b e cau se  l e f t ,  we a r e  g o in g  t o s t a y  i n  t h e  r i v
R - ( i n a u d i b l e ) .
P - N o '. . . , r i g h t . H e r e .
R - Ah , y e s ,  ( L a u g h s )
100
Group 1 -
(P.R.S) Ok. We are in Harbour Road, and now?
Ta - And in Wood Road you... You know where is Wood Road?
105 P - What road?
R - Yes.
P - Where's this road?
R - Here (He shows her - they are in the same group.)
Ta - In the middle of...
110 P ~ Ok, Ok. (She interrupts Ta.)
Ta - Of the, of the. ..
P - We passed North Street.
Ta - Ok. Pass...
P - And now?
115 Ta - The next you turn,
P - We turn around on the Wood Road?
Ta/H- Wood Road.
P - Ok, I turn.
Ta - In the middle of this...
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120 H -  T h is  r o a d .
P - Ok.
H -  The Town H a l  i t  i s . . .  on y o u r  l e f t
P /T a -  L e f t ?
H -  Y es .
125 Ta -  No , r i g h t ,  r i g h t .
H -  R ig h t ?  A h l  R i g h t ,  r i g h t . . .
P - On my right?
H -  Y e s .  On my r i g h t .
P -  Ok. H e re .
130 T a /H -  Y es .
Te -  P u t  t h e  num be r .
H/Ta- Thirteen.
Te -  P u t  t h e  number i n  o r d e r  t o  ( i n a u d i b l e )  a f t e r w a r d s .
Ev -  O k .
135 Te -  T r y  d o n ' t  show t h e  maps.
Ev - Hum?
Te -  T r y  d o n ' t  show t h e  maps t o  t h e  o t h e r  g r o u p .  You can  l o o k  t o g e t h e r .  
Ok?
P ~ Now, i t ' s  o u r  t u r n .  Town H a l l ,  Ok? To t h e  t h e a t r e .  H e re  t h e
140 t h e a t r e  ( t o  h e r  g r o u p . )
Ta -  W h e re 's  t h e  t h e a t r e ?
R -  W h e re 's  t h e  Town H a l l ?
P -  Town H a l l  i s  h e r e .  They s a y .
R -  I t ' s  h e r e .
145 P -  And t h e  t h e a t r e . . .  I  d o n ' t  h a ve  t h e  t h e a t r e  h e r e .  Do you  h a ve  t h e  
t h e a t r e  t h e r e ?
Ta/H- Yes.
P -  I  d o n ' t  h a ve  t h e a t r e  h e r e  I
Ta -  Y o u ' l l . . .
150 P -  How can  I  g i v e  th e  i n f o r m a t i o n ,  b e cau se  I  d o n ' t  know w h e re  t h e  
t h e a t r e ? : . . .
H -  You a s k  me.
P -  A sk  me?
R -  6
155 Te -  D e c id e  w h a t  t o  d o .  (L a u g h s )
Ta -  A sk  me.
P -  No'. B u t  t h e i r  t u r n  a g a in ?  I
Ta -  ( I n a u d i b l e )
Te -  Read y o u r  i n s t r u c t i o n s .
160 P -  A h l  Now i s  y o u r  t u r n .
Ta -  From t h e  r a i l w a y  s t a t i o n  t o  t h e  h o s p i t a l .
H -  H o s p i t a l ,  y a .
Ta -  I  d o n ' t  know w he re  i s  t h e  h o s p i t a l .
H -  I  t o o  ( l a u g h i n g )
165 P -  W a i t  a moment, h o s p i t a l .  Where i s  t h e  h o s p i t a l ?
Ta -  Y o u ' l l  b e g a n ,  b e g i n  a t  t h e  r a i l w a y  s t a t i o n ?  Ok?
P -  Oh I I t ' s  so e asy  I
Ta -  O k .
P -  H e re .
170 S -  No'.
P -  You a re  h e r e ,  Ta .
Ta -  E x p l a i n  t o  me.
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On th e  r a i l w a y  s t a t i o n .  Take  t h i s  r o a d .
N o r t h  S t r e e t .  You t a k e  a N o r t h  S t r e e t .
175 P -  Take N o r t h  S t r e e t .
N o r t h  S t r e e t ?
Hum, hum (Yes )
N o r t h  S t r e e t ?
Hum hum ( y e s )
180 R -  S t r a i g h t  ahead -  ( I n a u d i b l e )  -  and t u r n ,  t u r n . . .  
L e f t ?
Ok.
S t r a i g h t  ahead one s t r e e t .
I n . . .  i n  H a rb o u r?
185 Ta -  H a rb o u r?
Y e s .
H a rb o u r  Road.
T u rn  l e f t  a t  H a rb o u r  Road .
Ok. And w he re  i s ?
190 R W e . . .  go s t r a i g h t  ahead a n d . . .
C a t Road .
C a t  Road a n d . . .  on th e  m id d le  o f . . .
O f t h i s  r o a d .  Ok? On t h e . . .
The m i d d l e .  (L a u g h s )
195 P -  You a re  h e r e .  On t h e . . .
I t ' s  i n  t h e  m id d l e  o f  b l o c k . . .
I t ' s  n o t  u p s i d e ,  down s i d e  Ok?
( I n a u d i b l e  -  t h i s  p o s i t i o n .  Down s i d e .  Ok?)
Ok.
200 P -  I t ' s  on  t h e  m id d l e .
I t ' s  i n  f r o n t  T o u r i s t  O f f i c e .
Ok.
They d o n ' t  h a v e ,  I  t h i n k .  Do you  h a ve  T o u r i s t  O f f i c e ?  
Oh'. Y e s .
205 P -  Do you  h a ve  T o u r i s t  O f f i c e ?
Y e s .
I t ' s  i n  f r o n t  t h e  T o u r i s t  O f f i c e .  (Many la u g h s )
Thé T o u r i s t  O f f i c e  i s  i n  f r o n t  o f  y o u r  h o s p i t a l .  
(L a u g h s )  Y e s ,  y e s ,  t h a t ' s  r i g h t  1 
210 P -  Now i t ' s  y o u r  t u r n .  Now i t ' s  o u r  t u r n .
Y e s .
Town H a l l  -  t o  t h e  t h e a t r e .
To th e  t h e a t r e ?
Hum hum (Y es )
215 Ta -  Ok.
You a re  i n  Wood Road. We, we h e r e  a r e  i n  Wood Road .  
Y es .
OhI I  began  t o  t h e  Town H a l l ,  Ok?
Ah? :
220 Ta -  B e g a n . . .
Y e s , y e s . . .
A t  t h e  Town H a l l ,  Ok?
Ta . (L a u g h s )
You t a k e  th e  l e f t  s t r e e t . . .












































Ta -  Y o u . . .  g o . . .  y o u  g o .
P - Go where? Down side, up side?I
H - Up side.
P - Up side?
230 Ta -  Ok. A n d . . .
P -  We c o n t i n u e  th e  r o a d .
H/Ta- Yes.
Ta -  You t a k e  t h e  l e f t  s t r e e t .
P - Ship Street?
235 H -  Ship Street.
P - On the left?
H -  Y e s .
Ta -  Y es .
R - Your left?
240 P -  T h e i r  l e f t .  (L au g h s )
Our left?
Ta - Yes. Ship Street.
P - a ha (Yes)
Ta -  And y o u . . .  you  t a k e  now t h e  N o r t h  S t r e e t ,  On t h e  r i g h t .
245 H -  On t h e  r i g h t .
P -  R i g h t .  (L a u g h s )
Ta -  R i g h t .  ( C o n f i rm s )
P -  OhI m a s . . .  ( c o m p la i n i n g )  go s t r a n g e . . .
H -  The n o r t h
250 Te -  I m a g i n e . . .  im a g in e  you  a r e  w a l k i n g  i n  t h e  s t r e e t .  Ok?
P -  W a lk in g ?  Ok. (Many la u g h s )  You a re  a l i t t l e  m a n . . .  (More  l a u g h s )  
Oh, T a . . .  A h . . .  Ok. I ' m  i n  S h ip  S t r e e t .  C ro ss  N o r t h  S t r e e t .
Ta - Ok.
P - Now I turn right.
255 H -  Y es .
P -  B u t  t h e . . .  b u t  t h e  s t r e e t  i s  g o in g  t o  be  t h e  end .
Ta -  No. A t  t h e  e n d ,  n o .
P -  Ok. Ok. We t u r n  we t u r n . . .  a m in u t e .
Ta -  And y o u . . .
260 H -  Take l e f t .
Ta -  T ake  t h e . . .  l e f t . . .  R i v e r  L a n e .
H - River Lane.
Ta -  And the begin of this street haye the theatre.
P -  I n  w h a t . . .  l e f t  o r  r i g h t ?
265 T a /H -  L e f t .
P -  L e f t .  H e re .  (L a u g h s )  W h a t 's  number i s ?
H -  T h r e e .
P -  T h r e e ,  Ok. Now w he re  a re  you?
Ta -  I 'm  i n  t h e  h o s p i t a l .
270 H -  Y e s ,  f r o m  t h e  l i b r a r y  (he  p ro n o u n c e d  [ l i b r a r y ]  ) t o  t h e  l i b r a r y .
T a /H -  Ok. (H . r e p e a te d  i n  lo w  v o i c e l i b r a r y )
P -  W h e re 's  t h e  l i b r a r y ?  (To  h e r s e l f )  A h l  I t ' s  so n e a r !  H e re .  Ah !
Take  H a rb o u r  Road.
Ta/H- Harbour Road. Ok.
275 P -  You a r e  i n  t h e  h o s p i t a l  -  H a rb o u r  Road.
Ta -  Ok.
P -  You a c r o s s  Ca t Road.
T a /H -  Y es .
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280 P -  Go t h e r e .  And t h e n . . .  A i ,  how can  I  say? E r . . .  Ah'. How do I  say?  
E a s y ,  be  c a lm .
N o r t h  S t r e e t .
Ok. .
When you across North Street, Ok?
285 Ta -  Ok.
You a r e  g o in g  t o  l i b r a r y .  I n  t h e  m id d l e  o f  t h i s  p a r t  o f  t h e  
s t r e e t  you  ha ve  t h e  l i b r a r y .  On t h e . . .  (P ro b le m s  a g a in  w i t h  
l e f t / r i g h t )
On t h e . . .  You a r e  h e r e . . .  ( l a u g h s )
290 R -  I n  f r o n t  o f  t h e  P o s t  O f f i c e .  (L a u g h s )
They d o n ' t  h a ve  t h e  P o s t  O f f i c e .
No.
On t h e  l e f t  o r  on th e  r i g h t ?
On t h e  r i g h t .  On t h e  r i g h t .
295 Ta -  On t h e  r i g h t ?
On the right. (Laughs)
Now i t ' s  y o u r  t u r n .
I t ' s  number?
I t ' s  number n i n e .  No , s i x t e e n .
300 Ta -  You .
We, we a r e  g o in g  now -  t h e  t h e a t r e  t o  U n i v e r s i t y .
S., why don't you ask now?
Now is S.
Theatre to University (he is talking with Ta.)
305 S -  To U n i v e r s i t y ?  O h I . . .
But I have the University'.
We have University.
I  ha ve  w h e r e ' s  t h e  U n i v e r s i t y .  I s  i n  L o c k  S t r e e t .
O f c o u r s e .  F rom th e  t h e a t r e  t o  t h e  U n i v e r s i t y .  U n i v e r s i t y  i s  
310 number
Nineteen.
Do you have nineteen? Everybody has?
We have.
Y es .
So, no p r o b le m .  You d o n ' t  need th e s e  i n f o r m a t i o n ,  S. You a r e  so  
315 l u c k y ' . . . .  (E v .  l a u g h s )  Take  a n o t h e r  o ne .
B u t  we t a k e  t h e . . .  t h e  ro ad?  No t h e  r o a d ,  n o .  Now we a r e  i n  th e  
U n i v e r s i t y  o r  i n  t h e  t h e a t r e ?
From t h e  U n i v e r s i t y  t o  t h e  T o u r i s t  O f f i c e  ( r e a d i n g  t h e  i n s t r u c ­
t i o n )  W h ich  one a r e  you g o in g  t o  a s k  now?
320 R -  F rom t h e  U n i v e r s i t y  t o  t h e  T o u r i s t  O f f i c e .
I have nine either.
Ya. So no p ro b le m  a g a in .  F rom t h e  C hu rc h  t o  t h e  TV S t a t i o n .  TV ,  
TV S t a t i o n ,  tw e n t y - o n e .
Church?
325 H -  H e re ,  T a .
Ok. T o . . .
I  d o n ' t  h a ve  t h e  C h u rc h .
We d o n ' t  ha ve  C h u rc h .
We can g i v e  th e  i n f o r m a t i o n ;  f r o m  t h e  T o u r i s t  O f f i c e  t o  t h e  
330 C h u rc h .









































H - To the Church.Ta -  What i n f o r m a t i o n ?
P - Tourist Office, nine, here. To the Church, S...
335 R -  The T o u r i s t  O f f i c e  t o  t h e  Chu rch?
S -  T o u r i s t  O f f i c e  t o  t h e  C h u rc h .
Ta -  You t a k e  t h e  H a rb o u r  Road . You w a l k . . .  ( p a u s e ) . . .  Ok. You t u r n  
a t  t h e  G reen  S t r e e t . . .
H - Green Street, yes.
340 P -  We turn left or right?
Ta -  Ah', l e f t . . .  ( l a u g h i n g )
Te -  T h e r e ' s  o n l y  o n e . . .  (more  la u g h s )
H -  G reen  S t r e e t .
Ta - Yes, left...
345 P - Ai, ai, ail
H -  G reen  S t r e e t  i s  on  l e f t .
R - Oh'. Yes.
Ta -  You a c r o s s . . .  you  t u r n  r i g h t  Bank S t r e e t .  C o r r e c t ?  ( i n a u d i b l e )  
Ok? I n  t h e  m id d l e  o f  t h i s  b l o c k  i t ’ s t h e . . .
350 H -  The Church.
P -  I n  f r o n t  t h e  Bank?
H -  Where i s  t h e  Bank? (L au g h s )
Ta -  I  d o n ' t  h a ve  (M ore  la u g h s )
H ~ We d o n ' t  ha ve  t h e  B ank . (L au g h s )
355 P -  Ok. Ok. I  know . I t ' s  number s e v e n .
H/Ta- Seven.
R - Repeat I Repeat'. (Laughs)
H -  I n  th e  l e f t .  On t h e  r i g h t .
Ta - Right, Ok, S?
360 R -  My r i g h t  o r  y o u r  r i g h t ?
P - Right? Ah.
Ta - We. Our right'....
H /T a -  Our r i g h t ' .  11
P -  Ah', ( i n a u d i b l e )  h e re  I '. I t ' s  n o t  t h e r e .
365 Te -  Im a g in e  you  a r e  w a l k i n g  i n  t h e  s t r e e t .  I f  you  d o n ' t  im a g in e  you  
a re  w a l k i n g  i n  t h e  s t r e e t  i t ' s  v e r y  d i f f i c u l t .
T a /H -  Y es .
P -  R i g h t .
Ta -  R i g h t ,  on  t h e  r i g h t .
370 R -  On t h e  r i g h t ? ' .
P -  I t ' s  b e s id e  t h e  B ank .
R -  Hum?
P -  I t ' s  h e r e .  (Some i n a u d i b l e  w o rd s  f r o m  e v e ry b o d y )
I  t h i n k  i t ' s  h e r e  b e c a u s e . . .  (more  l a u g h s )  N o . . .  I 'm  s o r r y ' . ' .
375 (M ore  l a u g h s ) .
R - Repeat, repeat.
T a /H -  You t a k e  t h e  H a rb o u r  Road and (now , o n l y  Ta ) t u r n  l e f t  a t  G reen  
S t r e e t .
P - Ok.
380 Ta -  And t h e  r i g h t  a t  C re s c e n t  Bank S t r e e t ,  and i n  t h e  m id d le  o f  t h i s  
b l o c k .  Ok? I t ' s  t h e  C h u rc h .
P -  On t h e  l e f t  o r  on t h e  r i g h t ?
H - On.the right.
Ta -  On t h e  r i g h t ' . . . .
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385 P -  Our r i g h t ?
T a /H -  Y e s .
P -  Ok. I t ' s  b e s i d e . . .  N o w . . .
T a /H -  From t h e  L i b r a r y  ( l i b r a r y )  t o  t h e  P o l i c e  S t a t i o n ,
P -  W a i t  a m in u t e  -  l i b r a r y  ( l a i b r a r y  -  she c o r r e c t s  them ) L a i b r a r y
390 t o  th e ?
H -  P o l i c e  S t a t i o n ,
R -  From th e ?
Ta -  P o l i c e  S t a t i o n ,
P -  Where i s  t h e r e ?
395 Ta -  I  d o n ' t  know w he re  i s  t h e  P o l i c e  S t a t i o n ,
P -  What number?
Te -  You have  t o  l o o k  f o r . , .
H /T a -  Two.
P -  Ok. Oh 1 I t ' s  e a s y l  We a r e  i n  H a rb o u r  Road .
400 Ta -  H a rb o u r  Road . Ok.
Ev -  O k .
R -  You t a k e  H a rb o u r  ( p ro b le m s  t o  p ro n o u n c e  H a rb o u r  -  he makes tw o  
a t t e m p t s )  Road an t u r n  t o  t h e . . .  e a s t . . .
P -  Hum, hum. (Yes )
405 R -  T u r n . . .  e r . . .  l e f t  a t  t h e  Wood Road.
Ta -  Wood Road , Ok.
P -  U i ,  u i ,  u i ' .  Ah'. Ok. (L au gh s )
R -  T u r n  l e f t  a t  t h e  S h ip  S t r e e t .
Ta -  L e f t ?
410 P -  L e f t .
Ta -  Ok.
R -  S t r a i g h t  ahead N o r t h  S t r e e t  a n d . . .
P -  On t h e  c o r n e r .
R -  On t h e  c o r n e r  o f  t h e  Bank S t r e e t  a n d . . .
415 Ta -  A m in u t e ,  p le a s e ' . ?  What d i d  you  say?
P -  Y o u ' r e  i n  S h ip  S t r e e t .
Ta -  Ok.
R -  S h ip  S t r e e t .
P -  S t r a i g h t  a h e a d . . .
420 R -  S t r a i g h t  ahead a N o r t h  S t r e e t .
Ta -  S t r a i g h t  a h e a d . . .  Ok.
R -  And t h e  P o l i c e  S t a t i o n  i s  a t  t h e  c o r n e r  o f  Bank S t r e e t  and G reen  
S t r e e t .
Ta -  The G reen  S t r e e t .
425 H -  And Bank S t r e e t .
P -  Where am I ?
Ta -  H e re ,
P -  Ah I We a re  h e r e .
H -  On th e  c o r n e r .
430 Ta -  C o rn e r  o f  t h e  G reen  S t r e e t  and C re s c e n t  Bank S t r e e t .  On t h e  l e f t  
o r  on  t h e  r i g h t ?
R -  On t h e  r i g h t .
Ta -  Ok. Ok. I  u n d e r s t a n d .
P -  Now, I  w an t t o  go f r o m  th e  C hu rc h  t o  t h e  TV S t a t i o n .
435 Ta -  C hu rch  to ?
H -  TV S t a t i o n .
Ta -  TV S t a t i o n ?
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Pa -  The C hu rch  i s  i n  t h e  C r e s c e n t  Bank S t r e e t .  Ok?
R -  TV S t a t i o n . . .
440 Ta -  Y o u ' l l  w a lk  v e r y  much i
H -  (L aughs  a l i t t l e )
P -  ( I n a u d i b l e )
Ta -  You know w h e r e ' s  t h e  C h u rc h ,  Ok?
R -  Y es .
445 P -  I  know .
Ta -  Y o u . . .
H -  Take  t h e  Bank S t r e e t .
P -  Ok.
Ta -  S h ip  S t r e e t .
450 H -  S h ip  S t r e e t .
P -  Ok. Ok.
Ta -  A n d . . .  and l e f t  on  t h e  Wood Road . On Wood Road you t a k e  t h e  l e f t .
H -  Y es .
P -  L e f t ?
455 T a /H -  OhI R i g h t ,  r i g h t ' .  Y e s ,  Ok , O k . . .
Ta -  On t h e  r i g h t  Wood Road . You a c r o s s  t h e  H a rb o u r  Road and t a k e  t h e  
F i s h  L a n e .
P -  Ok.
Ta -  I n  t h e  F i s k . . .  a t  t h e  F i s h  Lane  you  t a k e  t h e  L o c k  S t r e e t  (She
460 s a id  S t r e e t )
p -  Ok . ;
Ta -  And i n  t h e  m id d l e  o f  L o o k  S t r e e t  ( p a u s e )  (P . i s  h e l p i n g  S . t o  
f i n d  t h e  p l a c e )
Ta -  Now, w he re  I ?
465 P -  You a r e  i n  Look  S t r e e t . . .
H -  L o o k  S t r e e t ,  t h e  m i d d l e . . .
Ta -  The m id d l e  o f  L ook  S t r e e t  you  ha ve  a s t r e e t . . .
Ev -  H a rb o u r  A v e n u e . . .
H -  You t a k e  H a rb o u r  A venue .
470 P -  1 t a k e  H a rb o u r  A ve nue .  Ok.
R -  You t a k e ? . . .
P /H  -  H a rb o u r  A venue .
R -  Y es .
Ta -  And B r i c k  Lane  -  and you t a k e  t h e  B r i c k  L a n e .  I n  t h i s . . .  I n
475 t h i s . . .  I n  t h i s  s t r e e t  you  ha ve  t h e . . .  t h e  TV S t a t i o n
H -  TV S t a t i o n  ( a t  t h e  same t i m e ) .
P -  OhI So c o m p l i c a t e d ! . . .  Where?
Ta -  B u t  i t ' s  n o t  i n  t h e  c o r n e r .
H -  A t  t h e  c o r n e r .
480 Ta -  A t  t h e  c o r n e r .  Ok.
P -  ( I n a u d i b l e )  A t  t h e  c o r n e r  i s  t h e  S p o r t s  G ro u n d .  Ok. (L a u g h s )
Ta -  I  d o n ' t  know l (More  la u g h s )  I  suppose  i t ' s  n e a r  t h e .  What d i d  
you  say? ( l a u g h s )
P -  Ok. I t ' s . . .  We a r e  h e re  and w a lk  n e a r . . .  I t ' s  on t h e  r i g h t  o r  i n
485 t h e  l e f t ?
Ta -  OhI OhI ( l a u g h s )
R -  I t ' s  on t h e  r i g h t .
T a /H -  On th e  r i g h t .
H -  N o t  r i g h t  I l e f t  I
490 Ta -  O k l B u t  you a re  i n  H a rb o u r  A ve nue ;  you  t a k e  t h e  B r i c k  L a n e . . .
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Ev -  Y e s .
Ta -  I t ' s  on y o u r  l e f t ' ,
H -  On y o u r  l e f t .
P -  L e f t ?  Ok. On my l e f t .
495 Ta -  Ok.
P -  O k . . .  You a r e  s a y i n g . . .  on  my l e f t .  I n  t h e  m id d l e  o f  t h i s . . .
s t r e e t
Ta -  M o re  o r  l e s s . . .
H -  No , n o t  i n  t h e  m i d d l e . . .
500 P -  Ok, O k . . .  I t ' s  n o t  i n  t h e  m i d d l e ,  b u t  n o t  i n  t h e  c o r n e r .  Ok 
( l a u g h s )  W h a t 's  number i s  t h a t ?
T a /H -  T w en ty  o ne .
P -  Ok.
Ta -  B u t .  Where i s . . .  f r o m  t h e  P o l i c e  S t a t i o n  t o  t h e  M a r k e t .  I  d o n ' t
505 know w he re  i s  t h e  M a r k e t ,
P -  Where a r e  you?
T a /H -  P o l i c e  S t a t i o n .
R -  P o l i c e  S t a t i o n .
P -  i 'J h e re 's  number two? ( p a u s e )
510 Ta -  P o l i c e  S t a t i o n .
P -  A h l  H e re ,  h e r e .  C re s c e n t  Bank S t r e e t .
S -  W h e re 's  t h e  P o l i c e  S t a t i o n ?
P -  Where do you  w a n t  t o  go?
Ta -  To t h e  M a r k e t .
515 H -  , , ,  t h e  M a r k e t .
Ta -  You know w h e r e 's  t h e  M a rk e t?
P -  So you  w a n t ,  r e a l l y ?
H /T a -  Y es . (Many la u g h s )
P -  I  t h i n k  you  t a k e  N o r t h  S t r e e t .
520 R -  Oh'. Y es .
P -  Take  N o r t h  S t r e e t  o n . . .
Ta -  N o r t h  S t r e e t .
P -  On t h e  r i g h t .
R -  R i g h t .
525 P -  W e l l ,  you  t a k e  N o r t h  S t r e e t . , ,  A h l  I t ' s  so  e a s y !
Ta -  H a rb o u r  Road?
P -  N o r t h  S t r e e t ' ,  You ca n  t a k e  N o r t h  S t r e e t ,  Ok? A c r o s s  H a rb o u r  
R oad , , .
R -  You t a k e  t h e  Bank S t r e e t . , ,  (He t r i e s  a n o t h e r  w ay )
530 P -  and th e n  t h e y  ( i n a u d i b l e )  i t ' s  h e r e .  I t ' s  n o t . . .  Do you  u n d e r ­
s ta n d ?  I  t h i n k  i t ' s  t h e  e a s i e r  way y o u  can  go t h e r e .
R -  (Seems t o  d i s a g r e e  w i t h  h e r )
Te -  Why d o n ' t  you  d i s c u s s  f i r s t ?  You can  d i s c u s s  and a f t e r w a r d s  g i v e  
t h e  i n f o r m a t i o n ,  i f  you  a r e  n o t  s u re  a b o u t  t h e  b e s t  w a y . , ,
535 P -  W e l l ,  we can t a k e  G reen  S t r e e t ,  t h e n  C a t Road , and L o c k  S t r e e t  
and N o r t h  S t r e e t . . .
R -  Y e s ,  y e s .
P -  And t h e n  B r i c k  L a n e ,  and H e rb o u r  A ve nue ,  and L o c k  S t r e e t  a g a i n . . .  
(L a u g h s )
540 Ta -  I  d o n ' t  u n d e r s t a n d  n o t h i n g .
P -  By t h e  way ( i n a u d i b l e )  N o r t h  S t r e e t ?
Ev -  Ok, N o r t h  S t r e e t ,
Ta -  N o r t h  S t r e e t ,  Ok, On t h e  r i g h t ?
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Ev -  R i g h t .  R i g h t .
545 Ta -  I  am on t h e  N o r t h  S t r e e t  o r . . .  ( i n a u d i b l e  a n sw e r)
Ok.
P -  Y es .
Te -  Where a r e  you?  Where d i d  you
P -  T hey  a r e  i n  t h e  P o l i c e  S t a t i o n .
550 Ev -  P o l i c e  S t a t i o n .
Te -  A re  you  g o in g  t o  number n in e ?
Ev -  No . (Many v o i c e s )
Ta -  To t h e  M a r k e t .
Te -  Oh'. S o . . .  Where d i d  you  b e g in ?
555 P -  I  sa y  t h a t  t h e y  t a k e  N o r t h  S t r e e t .
Te -  N o r t h  S t r e e t ,  how come?'. F l y i n g ?  (many l a u g h s )
P -  No , ( i n a u d i b l e )
Te -  Ok, s o ,  b e g i n  a t  t h e  b e g i n n i n g  I (more  la u g h s )
P -  Ah I T hey  suppose  t h a t .  Ok. Take  C r e s c e n t  Bank S t r e e t .
560 Ta -  Ok. (M o re  la u g h s )
P -  Then you  a r e  ( i n a u d i b l e )
Ta -  Ok.
P -  You t a k e  t h e  r i g h t  and go on N o r t h  S t r e e t .
Ta -  Ok.
565 , P -  And t h e n  ( p a u s e )  R . , h e l p  me.
Te -  R . , S. ,
R -  ( i n a u d i b l e )
Ev -  ( l a u g h s )
Te -  I  t h i n k  you  have  t o  g o .  Ok p e o p le  you  have  t o  go now .
SESSION F IVE
( P a u l i n a  a b s e n t )
T hey  w o rk  i n i t i a l l y  i n  tw o  g r o u p s :  G roup  A -  H e le n o ,  R a f a e l ;
G roup  B -  S o n ia ,  T a n ia ,  A n d rS .
G roup  A -
T e a c h e r ' s  i n s t r u c t i o n s  -  
(T h e y  s h o u ld  e xchange  i n f o r m a t i o n  on t h e  v o c a b u l a r y  i t e m s  w h ic h  t h e y  
c o u ld  p o s s i b l y  need d u r i n g  t h e  game: D e s c r i b e  and a r r a n g e . )
T hey  p la y e d  t h e  r o l e  o f  p l a y e r  A -
Te -  ( A f t e r  t h i s  p r e v i o u s  w o r k ) . . .  A f t e r w a r d s  you ha ve  t o  t e l l  them  
w he re  t o  p u t  t h e  o b j e c t s .  B u t  you  d o n ' t  know w h ic h  o b j e c t s  t h e y  
d o n ' t  h a v e .  S o . . .  b e g in .
H ~ C a t s ,  tw o  c a t s .  (T hey  w e re  s p e a k in g  i n  a v e r y  lo w  v o i c e  and 
w ha t t h e y  s a id  was o n l y  t h e  names o f  t h e  o b j e c t s  i n  t h e i r  
p i c t u r e )
R -  T e l e v i s i o n ,  t e l e p h o n e .  ( T h is  p a r t  o f  t h e  r e c o r d i n g  was a lm o s t
i n a u d i b l e ) .
H -  A p p le ,  ( i n a u d i b l e ) .
35
10 -  Camera.
R -  Camera?
H -  Box
R -  Books ( i n a u d i b l e )
(We gave  up t r y i n g  t o  t r a n s c r i b e  t h e  f i r s t  p a r t  -  t h e y  w e re  s p e a k in g  
lo w  and b e s id e s  t h e  q u a l i t y  o f  t h e  r e c o r d i n g  was v e r y  p o o r . )
-  The g ro u p  i s  now t o g e t h e r  -
The a c t i v i t y  i s  'D e s c r i b e  and A r r a n g e '
Te -  Y ou , H . ,  b e g i n .
15 H -  Say t h e  name o f  t h e  o b je c t ?
Te -  A n y t h i n g  you  w a n t .  The p r o b le m  i s  y o u r s .  (L a u g h s )
H -  The b ooks  ( p a u s e )  a r e  n e a r  t h e  ( p a u s e )  a rm - c h a i r ?
A -  A rm - c h a i r ?  Ok. N ea r  t h e  a r m - c h a i r  b u t . . .  Where? On t h e  f l o o r ?
H -  N ea r  t h e  o t h e r  b o o k s .  '
20 A -  I t ' s  i n  t h e . . .  i n  t h e  a r m - c h a i r ,  s o .
H -  No.
R -  The ( i n a u d i b l e )  i s  o n . . .
A -  ( i n t e r r u p t s )  b u t  th e  b o o k s ,  t h e  b o o k s ,  t h e . . .  i n  t h e  a r m - c h a i r . .
R -  The b o o ks  a r e . . .  on t h e  b o x .
25 Ta -  Of t h e  books?
A -  N ea r t h e  b i r d ?  - ;
R -  What? N ea r th e ?
A -  N ea r  t h e  b i r d ?  (some la u g h s )
R -  No, n e a r . . .
30 H -  On th e  f l o o r .
R -  On th e  f l o o r ,  n e a r  t h e  c h a i r .
A -  Nea r t h e  c h a i r .
S -  On t h e  f l o o r ,  n e a r  t h e  c h a i r .
Ta -  The a r m - c h a i r .
35 H -  The a r m - c h a i r .  Yes?
A -  Ok.
Ta -  Ok'.'. I t ' s  y o u r . . .  ( i n a u d i b l e )
R -  The b a l l  i s  on t h e  f l o o r  e r . . .
H -  B e s id e  t h e  a r m - c h a i r .
40 R -  B e s id e  t h e  a r m - c h a i r .  On y o u r  l e f t .
Ta -  Our l e f t .
R -  O k? '.
Te -  Now y o u ,  H.
H -  The c a t  i s  n e a r  t h e  o t h e r  c a t .
45 T a /H -  ( a t  t h e  same t im e  l a u g h i n g )  On t h e  s o f a .
Ta -  Ok.
A -  Ok.
Ta -  (L a u g h s )  (p au se )
A -  The c a t  i s  on t h e . . .  t h a t ' s  O k . . .
50 H -  The t e l e p h o n e  i s  u n d e r ,  i s  on  t h e  t e l e v i s i o n .
A -  On t h e  t e l e v i s i o n .
Ta -  Ok.
H -  Ya?
Ev -  (L a u g h s )
55 A /T a -  Ok.
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H -  The b a l l ?  Ohl No!
Ta -  (L a u g h s )
Te -  L ook  o n l y  a t  y o u r  p i c t u r e .
R -  T h e . . .  t h e . . .  t h e  cam e ra .
60 A -  The cam e ra .
Ta -  Where?
R -  I s  on t h e  c h a i r .  The g l a s s  o f  w a t e r .
A -  Of f r u i t - j u i c e  o r . . .
R -  No , t h e  w a t e r .  ( L a u g h s ) . . .  a ( p a u s e ) . . .  i n  t h e  (p a u s e )  h e l p  me'.
65 H -  The ( i n a u d i b l e ) . . .  b e s id e  t h e  b o o k .
A -  B e s id e  t h e  book? (P ause )  Ok.
R -  And t h e  ( p a u s e )  g l a s s  o f  f r u i t  j u i c e .
Ev -  ( L a u g h s )  Ah'.
Ta -  O k i :
70 Te -  You d i d n ' t  p ay  a t t e n t i o n . . .  you  t h o u g h t  i t  was t h e  g l a s s  o f  
w a t e r .
Ta -  Oh'. Ok'.
R -  A re  i n  t h e  r i g h t  on t h e  t a b l e .
A -  On t h e  t a b l e .  Ok.
75 Ta -  On th e  end?
H -  Y es , on  t h e  end .
R -  The c l o c k .
Ta -  C lo c k ?  Where?
R -  I n  t h e  m i d d l e .
80 A -  On th e  w a l l ?
H -  Hum?I
A -  On th e  w a l l ?
H -  On th e  w a l l . . .  (He seems t o  be  c o n fu s e d  w i t h  t h e  e x p r e s s io n  -  on
t h e  w a l l ) .
85 (A  lo n g  p ause )
A -  On t h e  f l o o r ? . . .  ( l a u g h s )
H -  N o t on t h e  f l o o r .
A -  On t h e  w a l l ?
H -  W a l l?
90 A -  On t h e  w a l l ?
Ta -  N ea r t h e  p i c t u r e .
H -  Y e s ,  n e a r .  On t h e  p i c t u r e .
A -  Ok.
Ta -  On t h e  l e f t  o r  on t h e  r i g h t ?
95 H -  M i d d l e .
Ta -  (L a u g h s )  I  s u p p o s e . . .  (p a u se )
R -  The o r a n g e .
H -  The o r a n g e .
Ta -  Where i s  i t ?
100 R -  I t ' s  on t h e . . .
H -  I t ' s  on t h e  t a b l e .  The s m a l l  t a b l e .
Ta -  N ea r  th e  s o fa ?  N ea r  t h e  t e l e v i s i o n ?
R -  N ea r  t h e  s o f a .„  ^  1 • A lm o s t  a t  t h e  same t im eH -  Nea r t h e  t e l e v i s i o n .
105 Ta -  Ok.
A -  On th e  t a b l e .
R -  On th e  r i g h t ,  on t h e  l e f t  o f  t h e  s o f a .
Ta -  Ok!
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H -  R i g h t .
110 R -  L e f t ,
Ta -  L e f t ,
Te -  D e p e n d s , . .  I f  y ou  a r e  s i t t i n g  on  t h e  s o f a ,  i t ' s  on y o u r  r i g h t  
(many l a u g h s ) .  B u t  i f  you  a r e  l o o k i n g  a t  t h e  p i c t u r e ,  i t ' s  on  
y o u r  l e f t .
115 (Laughs  and a l o n g  p a u s e ) .
R /H  -  (S p e a k in g  v e r y  lo w  t o  each  o t h e r  -  i n a u d i b l e )
Ta -  W lie re  i s  m y . . .  I  d o n ' t  know
Te -  Cup o f  te a ?
Ta -  Y e s ,  I  d o n ' t  know w he re  i s  i t .  Oh'.
120 A -  Ok'. ( l a u g h s )
Ta -  OhI I t ' s  v e r y  l i t t l e l
R -  R a d io  (He p ro n o u n c ed  t h e  w o rd  as i n  P o r t u g u e s e ) .
H -  R a d io ?  (many la u g h s  f r o m  e v e r y b o d y )  .
A -  Where i s  t h e  r a d i o ?  ( p ro n o u n ce d  c o r r e c t l y ) .
125 R -  The r a d i o  i s . . .  ( c o r r e c t s  h i s  p r o n u n c i a t i o n )
H -  On t h e  t a b l e ,  s m a l l  t a b l e .
A -  A s m a l l  t a b l e ,  n e a r  t h e  s o f a .
R -  On t h e  r i g h t .
H ' -  On th e  r i g h t .
130 Te -  E a s y ,  e a s y ,  r e p e a t .
Ta -  Where i s  t h e  r a d i o ?
S -  P le a s e ,  r e p e a t .
H -  On th e  t a b l e .
Ta -  On t h e  t a b l e .
135 H -  S m a l l  t a b l e ,  n e a r  t h e  s o f a .
Ta -  I n  f r o n t  o f  t h e  s o fa ?
H /R  -  No, b e s i d e .  . .
S -  Nea r
H -  The s o f a ,  (P ause )  The p i c t u r e .
140 Te -  Speak ,
Ta -  Ok.
H -  B u t  t h e y  d o n ' t  s a y  i n  t h e  l e f t  o r  i n  t h e  r i g h t .
R -  A sk  them .
H -  You have  t h r e e  p i c . . .  p i c t u r e s ?
145 Ta -  No , I  d o n ' t .  O n ly  tw o .
A -  Two? Where?
Ta -  H e r e l  (Many l a u g h s )
H -  Where i s ?  (L a u g h s )
R -  Where i s ?
150 Ta -  O n . . .  o n . . .
R -  O n . . .  on  t h e  m id d le ?
Te -  You have  th e  i n f o r m a t i o n  (many l a u g h s ) .
Ta -  I  d o n ' t  k n o w . . .  You a re  ( i n a u d i b l e )  i s  t h e  p i c t u r e ,
R -  We have  t h r e e  p i c t u r e s :  one i n  t h e  m i d d l e ;  ( l a u g h s )  one b e s i d e ,
155 i n  t h e  r i g h t ;  one  b e s i d e ,  i n  t h e  l e f t ,
Ta -  Ok, I  u n d e r s t a n d ,
Te -  When you  say  i n  t h e  m i d d l e , . ,  ( l a u g h s )
R -  The p i c t u r e .  (Pause )
H -  What e ls e ?  (P ause )
160 R -  What i s  m is s in g ?
H -  I  d o n ' t  know .
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S -  Show t o  me. I  know .
H -  The cup?
Ta -  Ok'. Ok l  
165 H -  The cup i s  on t h e  t a b l e ,
R -  I n  f r o n t  o f  t h e  s o f a .
H -  I n  f r o n t  o f  t h e  s o f a ,  n e a r  t h e  b o o k  and t h e  g l a s s  o f  ( h e s i t a t i o n )  
R -  F r u i t . . .
H -  F r u i t  j u i c e .  (Some i n a u d i b l e  w o rd s )
170 I  d o n ' t  know .
R -  The o b j e c t  ( i n a u d i b l e )  (many l a u g h s )
H -  W h a t ' s t h e  name o f  v a s o ?
Ta -  Y es .
H -  I  d o n ' t  know  w h a t ' s  t h e  name.
175 Te -  How t o  sa y  i n  E n g l i s h ?
Ta -  V ase .
S -  V ase .
R -  The v a s e  i s  on t h e  ' a r m a r i o ' .  (L a u g h s )
H -  A rm a i r y ?
180 Te -  Say w ha t you  t h i n k .
Ta -  Where? Where? ( S i l e n c e )
Te -  Remember?
R -  ( I n a u d i b l e )
Te -  S h e l f .
185 R -  S h e l f ?
Te -  S h e l f .
R -  . P u t  t h e  ( s i l e n c e )
A -  Vase  
Ev -  V ase .
190 R -  Vase on t h e . . .  second  s h e l f .
Ta -  Ok. I  f i n i s h e d .
A -  O k .
Te -  W e l l .  D o n ' t  show y o u r  p i c t u r e s .  Now you  A ,  y o u  b e g i n .  T e l l  them  
w he re  you  p u t  s o m e th in g ,  t o  see i f  i t  i s  Ok o r  n o t .
195 A -  The r a d i o  I  p u t  on  t h e  l i t t l e  t a b l e ,  on  t h e  r i g h t ,  b e s i d e  t h e  
s o f a .  The b i g  s o f a .  The b a l l  I  p u t  b e s id e  t h e  l i t t l e  s o f a ,  on  
t h e  l e f t .  The t e l e p h o n e  i t  i s  on t h e  t e l e v i s i o n .
Te -  Ok. Now, y o u .
Ta -  The o ra n g e  i s  on t h e  t a b l e ,  n e a r  t h e  s o f a  and n e a r  t h e  t e l e v i -  
200 s i o n .  The c a t  i s  on t h e  s o f a ,  n e a r  t h e  o t h e r  c a t .  I  have  now
t h r e e  p i c t u r e s .  The c l o c k  i s  o n ,  i s  on  (p a u s e )  t h e  m id d l e  o n e ,  
t h e  p i c t u r e  hum h u m . . .  N o l?
Te -  Ok. Now y o u ,  S, e x p l a i n  s o m e th in g .  F o r  i n s t a n c e ,  w he re  i s  t h e  
g la s s  o f  lem onade  o r  t h e  cam e ra , t h e  cup o f  c o f f e e ,  o f  t e a ,
205 t h e  v a s e . . .  t h e  cam e ra . Where d i d  you  p u t  t h e  camera?
S -  The b ook  i s  on t h e  f l o o r  b e tw e en  t h e  c h a i r  and t h e  ( p a u s e ) .
Te -  The b o o k - c a s e .  Nobody s a id  t h i s  w o rd  -  B o o k -c a s e  -  W h a t 's  t h e  
b o o k -c a s e ?
A -  ( I n a u d i b l e )
210 Te -  B oo k -ca se ?  I t ' s  a p la c e  w he re  we p u t  b o o k s .  O r . . .  What e ls e ?  
B oo k -c a s e  o r  s h e l v e s .
Ev -  S h e lv e s .
Te -  One s h e l f ,  tw o  s h e l v e s .  So you  have  a s h e l f .  So , i t  i s  a b o o k ­
case  o r  some s h e l v e s .  Ok?
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215 Ta -  Ok.
Ev -  Ok.
Te -  So, w he re  d i d  you  p u t  t h e  cup  o f  te a ?
S -  I t  i s  on t h e  t a b l e  i n  f r o n t  o f  t h e  s o f a ,  b e tw e e n  t h e  b o o k  and  
t h e . . .  f r u i t  j u i c e ?
220 Te -  Ok. F o r  me i t ' s  a g l a s s  o f  lem onade  b u t  i t  d o e s n ' t  m a t t e r .  W e l l ,  
any o t h e r  p ro b le m ?  H u m . . .  T a ,  w he re  d i d  you  p u t  y o u r  books?
Ta -  The books  (p au se )
Te -  Pay a t t e n t i o n . . .
Ta -  They t e l l  t o  u s ,  t h e  books  a r e  on  t h e  f l o o r .
225 Te -  Hum, hum. (Yes )
Ta -  N ea r  t h e . . .  W h a t 's  t h e  name o f  t h e r e ?
S -  B oo k -c a se ?
Ta -  N ea r  t h e  b o o k - c a s e  and t h e  a rm - c h a i r ?  ( S i l e n c e )  No? I
Te -  I  d o n ' t  know . I 'm  o n l y  a s k i n g . . .  O k , p e o p le ,  now show them  th e
230 p i c t u r e  t o  see i f  t h e y  had p r o b le m s .  (Many e x c l a m a t i o n s )
Ta -  The b o o k s . . .
S -  W h e re 's ?
H -  On t h e  b o x .
R - I n  t h e  b o x ,  on  th e  f l o o r .
235 Te -  What was w ro ng  w i t h  y o u r  p i c t u r e ?
Ta -  The b o x .
S -  The b o o k s .
Te -  The b ooks?  Where s h o u ld  yo u  ha ve  p u t  t h e  b ooks?  i
S -  The b a l l .  (L a u g h s )
240 Te -  Where s h o u ld  you  ha ve  p u t?
S -  The b o o k - c a s e .
A -  No , t h e  b o x .  On t h e  b o x .
Te -  Y a . Why d i d n ' t  you  p u t  i n  t h e  box?
A -  They  s a id  b e s i d e  t h e  s o f a .
245 Te -  Y a , t h e y  d i d n ' t  say  i n  t h e  b o x ,  b e cau se  i f  t h e y  had  s a i d  i n  t h e  
b o x ,  I  t h i n k  you  w o u l d n ' t  have  made t h i s  m i s t a k e .
SESSION S IX
-  D e s c r i b i n g  P e o p le  -
T e a c h e r ' s  i n s t r u c t i o n s  -
Te -  What y ou  have  t o  do i s  t o  f i n d  o u t  w he re  t o  p u t  who . Ok?
Ev -  O k .
Te -  So, e v e ry b o d y  may a s k  a q u e s t i o n  t o  a n o t h e r  s t u d e n t ,  t o  a c l a s s ­
m a te .  I f  t h e  c la s s m a te s  d o n ' t  g i v e  any  i n f o r m a t i o n ,  y o u  h a ve  t o  
5 s t o p  and o t h e r  o n e . . .  O k .So  y o u  a s k .  You b e g i n ,  H . Y o u ' l l  ha ve
t o  e x p l a i n  w h ic h  p i c t u r e  you n e e d ,  t h e  p l a c e ,  and t h e  d e s c r i p ­
t i o n  o f  t h e  p i c t u r e  i s  g o in g  t o  be  y o u r  h e l p .  E v e ry b o d y  p a y  a t ­
t e n t i o n  t o  t h e  d e s c r i p t i o n  o f  t h e  o t h e r  p e o p le ,  b e cau se  i f  you  
u n d e r s ta n d  t h e  d e s c r i p t i o n  you  can  p u t  t h e  f i g u r e  i n  t h e  r i g h t  
10 p l a c e .  Ok? The w in n e r  i s  t h e  one who f i n i s h e s  b e f o r e .  The one
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who f i r s t  f i n i s h e s .  Ok. B e g in ,  H.
H -  I  h ave  a man. H e 's  ( i n a u d i b l e ) .  He i s  an o l d  man. H e 's  w e a r i n g  
t h e ,  a t i e .  (P au se )  H e ' s . . .
P -  E xcu se -m e . My p i c t u r e  i n  m y . . .
15 Te -  C a rd .
P -  I n  my c a r d  a r e  d i f f e r e n t  t h a n  t h e  c a rd
Te -  Y e s ,  e v e r y b o d y  h a s . . .
P -  B u t  I  can  have  t h e  same p i c t u r e s ,  some p i c t u r e s
Te -  Y e s ,  some.
20 P -  A h ! Ta a n d . . .
Te -  Hum, hum (Y es )
P -  Ok.
Te -  M aybe , you  ha ve  t h i s  p i c t u r e  t h a t  H . i s  l o o k i n g  f o r ,  maybe n o t .
The one who h a s ,  m u s t  g i v e  t h e  e x p l a n a t i o n  t o  H . Ok? H . , b e g i n .
25 P -  We can  p u t  i n  a n y . . . ,  i n  a n y . . .
Te -  You have  t o  p u t  i t  i n  t h e  r i g h t  p l a c e .  Ok?
P -  Ok.
H -  He i s ,  t h e  man, 1 t h i n k ,  ( l a u g h s )  -  I t h i n k  h e  i s  s i t .
Te -  Speak l o u d e r ,  p l e a s e .
30 H -  I  t h i n k  he i s  s i t  i n  a c h a i r .  (P ause )
Ta -  Who has?
H -  Who has my man? (L au gh s )
A -  I  h a v e .
H -  A h , you  h a v e .  Where I  p u t  i t ,  h im? ;
35 A -  Where?
H -  Y e s ,  whe re?
A -  I  h a ve  t o  s a y  w he re  you  p u t?
P -  N o '.
A -  Ah'. Where I  p u t?
40 Te -  B u t . . .  y o u  have  t h e  same man, b u t  y o u  d o n ' t  know w he re  t o  p u t  i t ,  
T h a t ' s  t h e  p r o b le m .  U n l e s s . . .
Ta -  You h a s ,  P? You h a s ,  P? You have?
H -  You has?
P -  P u t  in ?  Y e s ,  I  h a v e .
45 H -  You has? Where?
P -  Where i s ?
H -  Where i s ?
P -  I  c a n  say  w he re  i s ?
Te -  Y es .
50 Ta -  Y es .
P -  W e l l ,  he i s  ( p a u s e ) .  L e t  me s e e .  You has  o n e ,  tw o ,  t h r e e ,  f o u r . . .  
How t o  say? e r . . .  s q u a r e s ,  e r . . .  u p s i d e .  Do you  know? One, tw o  
e r . . .  he  i s  a t  t h e  t h i r d  s q u a r e ,  c o u n t i n g  u p s id e  t o  d o w n s id e .
Ta -  Ok.
55 H -  Hum, hum.
Ta -  I n  t h e  m id d le ?
P -  No , e r . . .  u p s id e  t h e  c o r n e r .  A h l  How can  I  say? H e lp I
Ta -  A t  l e f t  o r  on t h e  r i g h t ?
P -  The r i g h t .
60 T a /H -  The r i g h t ?
P -  R i g h t .
Ta -  I n  t h e  t h i r d ?
P -  Ham, ham (Y e s )  you  know . B u t  n o t  a t  t h e  c o r n e r l  U p s id e  t h e
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c o r n e r .  One s q u a re  u p s id e  t h e  c o r n e r .  You h a ve  t h e  s q u a r e s .  You
65 h a ve  t h e ,  y o u r  t i c k e t .  Ok?
H /T a -  Ok l
P -  You h a ve  f o u r  s q u a r e s .
Ta -  Ok. :
P -  ( I n a u d i b l e )  c o r n e r s .  Then yo u  p u t  u p s i d e .  Ok? Do you  know  whe re?
70 Ta -  I n  t h e  t h i r d  s q u a r e .
P -  Ham, ham, th a n k  y o u .
Te -  Ok, now y o u ,  P, a s k .
P -  Me?
Te -  Y a , y o u  gave  t h e  i n f o r m a t i o n ,  now you  a s k  f o r  i n f o r m a t i o n .
75 P -  I  have  h e re  a f u n n y  woman. Sha has a fu n n y  h a i r ,  so much h a i r .
And she h a s  a ( p a u s e )  n e c k la c e  a n d . . .  She i s  t h i n ,  no f a t ,  and  
she has a f a i r  c9m p le x i o n .  Who has?
Ta -  He h a s ,  she  has  a . . .  I  d o n ' t  rem em be r .  W h a t 's  i t ?
H -  Ha t?
80 P -  A v e r y  f u n n y ,  n o ,  she has t h e ,  t h e . . .  n o t i c e a b l e  f e a t u r e ?
Te -  Y e s ,  ( c o r r e c t i n g  h e r  p r o n u n c i a t i o n )  n o t i c e a b l e  f e a t u r e ?
P -  Ham, ham, she has a fu n n y  h a i r .
H -  F unny  h a i r ?
Ta -  1 suppose  she i s  a w o m a n . . .  She i s  f a t ,  no?
85 , P -  No , she  i s  n o t  f a t .  No, I  t h i n k  she i s  t h i n .
A -  I  h a ve  t h i s  woman.
P -  Who has?  Where do  I  p u t?
A -  Ok. I t ' s  on  t h e  m i d d l e ,  o n  t h e  t h i r d . . .  on  t h e  t h i r d  ( h e s i t a ­
t i o n s ) . . .  s q u a r e .  No. B e s id e  t h e  E i n s t e i n .  (L a u g h s )
90 P -  I t ' s  Ok. Thank you '.
Te -  Now i t ' s  y o u r  t u r n ,  A . Now y o u ,  A .
A -  Ok. I  h a ve  a woman, a o l d  woman. She i s  l a u g h i n g .  She i s  o l d .
She has  a . . .
P -  1 h a v e .
95 Ta -  What d i d  you  say?
A -  She has a t h r e e  n e c k la c e s .
H -  Hum.
P -  D o e s n ' t  she has a h a t?
Ta -  A h . Ok, a h a t ' .  H u m . . .
100 H -  A b i g  s m i l e ,  t o o .
P -  And a b i g  e a r - r i n g .
A -  Y es .
Ta -  Ok.
P -  I  h a v e .
105 Ta -  I  h a v e ,  t o o .
P -  You say  i t ,  T a .
Ta -  S h e 's  n e a r  t h e . . .  ( h e s i t a t i o n )  th e  young  p e o p . . .  t h e  y o u n g . . .
A -  G i r l .
Ta -  Young g i r l .   ^ j
110 A -  N ea r t h e  young  g i r l .
Ta -  T h i r d . . .
P -  I  t h i n k . . .
Ta -  T h i r d  s q u a re .
P -  B e s id e  t h e  fu n n y  g i r l .
115 Ta -  Ok.
A -  I  d o n ' t  k n o w . . .
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Ta -  B e s id e  t h e  fu n n y  g i r l .  ( L a u g h s )
A -  B e s id e  t h e  f u n n y  g i r l .
P -  The g i r l ,  you  say  t h a t  has a f u n n y  h a i r .
120 Ta -  T h i r d  s q u a r e .
P -  B la c k  p o w e r . . .
Te -  Ok. Now i t ' s  y o u r  t u r n ,  A .  You a s k .
P -  No, I  t h i n k  i s  T a , b e cau se  Ta h a . . .
H -  Ta .
125 Te -  Ok.
Ta -  .1 h a ve  a man t h a t  d o n ' t  h a ve  h a i r .  (L a u g h s )
P -  Oh'. I  h a ve  h e r e .
Ta -  You has?
H -  I  h a v e .
130 P -  Do you  have?  I t ' s  a man who d o n ' t  h a ve  h a i r .  (L a u g h s )
S -  Y es .
P -  Where I  p u t?
Te -  D o n ' t  l o o k  a t  h e r  p i c t u r e .
P -  I  d o n ' t  l o o k I
135 S -  (P ause )  I  d o n ' t  know .
Te -  T r y  t o  e x p l a i n .
Ta -  V e r a ,  I  h a ve  a t e s t  now.
Ev -  Me t o o . . .
Te -  We ha ve  s t i l l  f i f t e e n  m in u t e s .  I t ' s  tw o  f o r t y - f o u r .  Ya?
140 P -  One m in u t e .
Te -  F i f t e e n  m in u t e s ,  i t ' s  tw o  o ' c l o c k .  Ah'. Ok . Y e s .  Now I  know .
Y a . I  know . Ok, we can  c o n t i n u e  n e x t  c l a s s .  Ok?
Ev -  Ok. Ok.
P -  I  l i k e d . . .
145 Te -  So s t u d y  t h i s  t a b l e .  Ok.
Ev -  Ok. B ye .
SESSION SEVEN
-  The same a c t i v i t y  -  
T h is  t im e  R a fa e l  p a r t i c i p a t e s  t o o .
Te -  (Some i n i t i a l  i n s t r u c t i o n s ) . Do you  s t i l l  remember t h e  r u l e s  o f  
t h e  game?
Ev -  Y e s .
Te -  Do you?  W hat a r e  you  suppose  t o  do?
5 Ta -  ( I n a u d i b l e )  The p o s i t i o n  o f  t h e . . ,
Te -  Ohl I  t h i n k  I  have  t o  g i v e  you  s o m e th in g  t o  h i d e  y o u r  p i c t u r e s .  
Ok.
P -  Who s t a r t s ?
Te -  A n y bod y .  (P ause )  Ok, H?
10 H -  Me?
Te -  Hum, hum (Yes )
H -  I  h a ve  E i n s t e i n  a g a i n .  (L a u g h s )
P -  I  ha ve  E i n s t e i n .
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H -  Y e s ,  E i n s t e i n .
15 P -  E i n s t e i n ?
H -  Y e s ,  E i n s t e i n .
P -  I s  t h a t  man has g la s s ?
H -  Y es .
P -  Ok. You p u t  E i n s t e i n . . .  e r ,  l e t  me s e e . . .  on  t h e  ( h e s i t a t i o n ) . , ,
20 How you  say? L in e ?  (No a n s w e r ) .  How you  say? L in e ?  I  d o n ' t  
know (p a u s e )  O h . . .  o h . . .  T h e re  has  f o u r  s q u a r e s .  Ok?
H -  Y e s .
P -  You p u t  on th e  t h i r d  s q u a r e .  Do yo u  u n d e r s ta n d ?
H -  Y es .
25 P -  R e a l l y ?
Ev -  On t h e  r i g h t ?
P -  On t h e  r i g h t ,
Ev -  O k .
P -  Ok. Now. Where i s ?  W h e re 's  now? Who asked?
30 Te -  H. a s k e d .
H -  Y es .
Te -  P . ,  now you  a s k .
P -  Me?
Te -  Y e s ,  you  gave  t h e  i n f o r m a t i o n .
35 P -  Ok. I ,  h e r e ,  I  h ave  a woman. She i s  v e r y  o l d  and she i s  l a u g h ­
i n g .  She has  a fu n n y  h a t .  And she has n e c k l a c e ,
Ta -  She i s  on  th e  t h i r d  s q u a re  to o ?  So she was on t h e , , ,  i
P -  W a i t ,  She i s  o p p o s i t e  o f  t h e  E i n s t e i n ,
Ta -  Ok,
40 P -  Now i t ' s  y o u r  t u r n ,  Ta ,
Ta -  I  d o n ' t  know w he re  I  p u t  t h e  man who d o n ' t ,  d o e s n ' t  h a v e , , .
P -  H a i r ' .
Ta -  H a i r .  ( L a u g h s )  Ok. Where I  p u t?
P -  I s  t h a t  man o ld ?  H e 's  n o t  y o u n g l
45 Ta -  More  o r  l e s s
P -  I  d o n ' t  know  h e . . .  i f  he  i s , , ,  I  t h i n k  h e  i s  t h i s  man b u t  I  am 
n o t  s u r e .  He i s  w e a r in g  a w h i t e  s h i r t ?  He i s  w e a r i n g  a w h i t e  
s h i r t ?
Ta -  Y es .
50 P -  And a j a c k e t ?
Ta -  O k .
P -  E xcuse  me, a s u i t ?  I  h a v e .
H -  I  h a ve  t o o .
P -  P u t  t h i s  m a n . . .  OhI e r ,  you h a v e . . .
55 Ta -  F o u r  s q u a r e s ,  ( L a u g h in g )
P -  No, you  have  t h r e e  l i n e s .  Ok? I  d o n ' t  know i f  you  s a y  l i n e s ,  b u t  
you  u n d e r s t a n d .  Ok? I t ' s  on t h e  m i d d l e .  ( L a u g h s )  On t h e  f o u r t h  
s q u a r e .
Ta -  Ok. I  u n d e r s t a n d .
60 Te -  You can  s a y  t h a t  i t ' s  b e s id e  a m a n . . .  y o u  can  d e s c r i b e  t h e  
p i c t u r e ,  i n s t e a d  o f  s a y in g  t h e  f i r s t ,  s e c o n d ,  t h i r d  s q u r e s .
P -  I  t h i n k  t h a t  o t h e r  p e r s o n  c o u ld  d o ,  b e cau se  I  do my t u r n .
Te -  How a b o u t  y o u ,  R?
R -  I  h a ve  t h e  b l a c k  man.
65 P -  What?
R -  A h l  B la c k  woman.
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Ta -  Ok.
P -  I  h a ve  a l s o .
Ta -  She i s  on th e  f o u r t h ,  s q u a re  on t h e  r i g h t .
70 P -  W he re , w h e re ,  whe re?
Ta -  She i s  on t h e  f o u r t h  s q u a re  on  t h e  r i g h t .
P -  I s  b e s id e  t h e  man who wea r  g la s s e s ?
Ta -  I  d o n ' t  h a ve  t h i s  man.
P -  OhI Ok. (L a u g h s )
75 Ta -  OhI Now I  know . (L a u g h s )
P -  OhI I t ' s  n o t  l u c k .
Te -  And y o u .  A?
A -  The woman who has a b i g  h a i r .  Y e l l o w . . .
P -  I  h a v e .  (Many v o i c e s )  The fu n n y  g i r l .
80 Ta -  Ok.
P -  T h is  woman i s  b e tw e en  t h e  E i n s t e i n  and t h e  f u n n y ,  and t h e  o l d  
w o m an . . .
Ta -  Ok.
A -  O ld?
85 P -  Y es . Who w o re  a f u n n y  h a t ,  t h e  b i g  h a t .  Ok? S . ,  i t ' s  y o u r  t u r n  
now .
Te -  Y e s .  S . ,  a s k  f o r  some i n f o r m a t i o n .
(No a n sw e r )
R -  I  has t h e  young  woman.
90 P -  A h l  Young woman? W h o . . .  w h a t ' s . . .  s o r r y .  i
Ta -  Where i s  he?
P -  No . I  h a ve  two young  women, h e r e .  I  d o n ' t  k n o w . . .
Te ~ T h e re  a re  m o re  t h a n  tw o .  CMany v o i c e s )
P -  W e l l ,  i n  my p i c t u r e  t h e r e  a r e  ( i n a u d i b l e ) I
95 R -  a n .  . ,
Te -  D e s c r i b e  h e r .
P -  She i s  l a u g h in g ?
R -  S h e . . .  she  use  (L au g h s  f r o m  T a . )  a b i g  j a c k e t .
P -  A b i g  j a c k e t ?  OhI
100 A -  Ok.
P -  A h l  Ok. She i s  w e a r . . .  She i s  w i t h  a n e w s p a p e r ,  o r  m aga z in e s?
R -  Y e s ,  she i s  c a r r y i n g .
Ta -  She has a l o n g  h a i r ?
R -  Y es .
105 P -  B lo n d  1 t h i n k .
R -  Y e s .
P -  Ok. I  know . I  have  h e r .
Ta -  I  t o o .  She i s  on  t h e  f o u r t h  s q u a r e ,  b e s id e  t h e  man who w ea rs  a 
( i n a u d i b l e )
110 P -  W i t h  a ( i n a u d i b l e ) .
Ev -  O k .
Ta -  I  d o n ' t  know w he re  I  p u t  a man who has- a m o u s ta c h e  and a . . .
g o a t?  jG j t J
A -  G o a ty  b e a rd ?
115 Ta -  Y es .
P -  A h l  Ok, Ok. He w ea r  a t i e ?
Ta -  Y es .
P -  I  h a v e .
Ta -  Where I  p u t?
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120 P -  He i s  down th e  E i s t e n .
Ta -  H u m . . .  Ok. B e s id e  t h e  m a n . . .
P -  I  d o n ' t  h a v e .  (L a u g h s )
Ta -  Ok and I  s u p p o s e . . .  I  h ave  o n l y  o n e . . .
P -  You f i n i s h ?
125 Ta -  Yes'.
P -  Ah'.
Ta -  I  have  a n o t h e r  young  p e o p le ,  yo ung  w o m a n . . .
P -  She i s  l a u g h in g ?
Ta -  Y e s .
130 P -  Ok. I  ha ve  t h i s .
H -  I  t o o .
Ta -  Where I  p u t?  (E v .  l a u g h s )
P -  Who has? A yo u ng  woman. She i s  l a u g h i n g .
H -  I  h a v e .
135 P -  You has?  Where I  p u t?
H -  B e s id e  t h e  man who , who d o n ' t  have  h a i r .
P -  Ok. The o u t s i d e  t h e  o l d  woman.
H -  Y es .
P -  I  f i n i s h .
140 Ta -  I  f i n i s h .
Te -  E ve ry bo d y?
P -  You f i n i s h  to o ?
H -  N o .
P -  Ah'. E n ta o  f i n i s h .
145 Te -  Ok. Now l e t ' s  show th e  p i c t u r e .  I t  d o e s n ' t  m a t t e r  i f  y o u  d o n ' t  
f i n i s h .  L e t ' s  s e e .  I  h ave  t h e  c o m p le te  c a r d . L e t ' s  com pare  t h e  
c a r d s .  Ok. Number o n e .  W ou ld  you  p le a s e  d e s c r i b e  number o n e ,  S. 
( S i l e n c e )  W h ich  i s  y o u r  number one? A man o r  a woman?
S -  A woman.
150 Te -  A woman. Young o r  o ld ?  ( S i l e n c e )  Do y o u  t h i n k  she i s  o l d  o r  
y o u n g ,  l i k e  we a r e .  (L a u g h s )  Hum? (No a n sw e r )  Who has t h e  
f i r s t  p i c t u r e ?
R -  I
Ta -  I .  She i s  v e r y  yo ung  and has a n ew spape r  i n  t h e  hands  and a
155 j a c k e t ?
Te -  A c o a t ,  I  t h i n k .
Ta -  Ah'. A c o a t .
Te -  What do y o u  t h i n k .  R .?  What do yo u  t h i n k  a b o u t  t h i s  g i r l ?
R -  What?
160 Te -  Say s o m e th in g  a b o u t  t h i s  g i r l ,  i n  t h e  f i r s t  s q u a r e .
R -  What I  t h i n k ?
Te -  Y e s ,  s a y  s o m e th in g  a b o u t  h e r .  D e s c r i b e  h e r .
R -  A woman, a v e r y  b e a u t i f u l  woman, b l o n d ,
Te -  Hum, hum. (Y es )
165 R -  And she i s  c a r r y i n g ,  1 t h i n k ,  t h i s  i s  a n e w sp ap e r .
Te -  Hum, hum, many n e w s p a p e rs ,  I  t h i n k .
R -  She u se  a b i g  j a c k e t .
Te -  Ok. I  t h i n k . . .  i
R -  She i s  i n  f r o n t  o f  t h e  c in e m a .  '•
170 Te. -  Y a , I  t h i n k  t o o .  i
P /T a -  Oh'. You a r e  s o . . .
Te -  H . , how a b o u t  h e r  h a i r ?
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H -  I t ' s  a l o n g ,  b lo n d  h a i r .
175 Te -  Ok. So, e v e ry b o d y  has t h e  r i g h t  f i g u r e  i n  number one?
Ev -  Y es . Hum, hum. Ok.
Te -  Number two? Who can  d e s c r i b e  number two?
Ta -  O ld  man.
Te -  O ld  m an .
180 Ta -  Has a g l a s s ,  a m o u s ta c h e ,  a s u i t ,  a t i e  and a b l o u s e .
P -  I  t h i n k  i s  s h i r t .
H -  S h i r t .
P -  F o r  a man.
Te -  Hum-hum. (Y es )  And how a b o u t  h i s  eyes? What do  you  t h i n k  a b o u t
185 h i s  eyes?
P -  Eyes? OhI N o th in g  ( L a u g h in g )
Te -  Do you  t h i n k  he  has d a r k  eyes?
Ta -  I  d o n ' t  know .
Te -  B lu e  e y e s .
190 R -  B la c k  e y e s .
P -  G re y  (L a u g h s )
Te -  Ok. P i c t u r e  number t h r e e .
Ta -  A young  woman. N o t  v e r y  young  b u t . . .
P -  A h l ( I n a u d i b l e )  I  t h i n k  she  i s  y o u n g l
195 Ta -  ¥ e r y ,  v e r y  young?
P -  No, she i s  n o t  f i v e  y e a r s  o l d  b u t . . .  I  t h i n k  s h e ' s  y o u n g .
Te -  What e ls e ?  ;
Ta -  T w e n t y . . .  (L a u g h s )
Te -  She i s  i n  h e r  t h i r t i e s ,  m aybe .
200 Ta -  Ok.
Te -  She i s  i n  h e r  t h i r t i e s .
Ta -  T h i r t i e s ?
Te -  T h i r t i e s . ,
Ta -  Ok.
205 Te -  You a r e  i n  y o u r  t e n s ,  b u t  she  i s  i n  h e r  t h i r t i e s ,  I  t h i n k .
R -  O k .
Te -  Can you say  s o m e th in g  a b o u t  h e r .  A?
A -  She i s  u s i n g  r i n g s ,  I  d o n ' t  know . How do you  s a y . . .
P -  N e c k la c e s ?
210 A -  Oh, y e s .  No , n o ,  y e s ,  n e c k l a c e s .  And a b l o u s e .  She has- b l a c k  
e y e s .  (E v .  l a u g h s )
Te -  Y es , I  s u p p o se .  (L a u g h s )  And how a b o u t  h e r  c o m p le x io n ?
P -  A h l  L e t  me see .
Ta -  She i s  d a r k .
215 H -  D a rk  c o m p le x io n .
A -  D a rk  c o m p le x io n ?
Te -  What do you  t h i n k ?  O f c o u r s e ,  d a r k  c o m p le x io n .  And w h a t  does  she  
wear?  .
P -  I  t h i n k  i s . . .  Wiear?
220 Te -  Y e s .  What does  she w ea r i n  h e r  e a rs ?
P -  R in g s .
Te -  R in g s ,  e a r - r i n g s ,  Ok? E a r - r i n g s .
Number f o u r .  Who can  d e s c r i b e  number f o u r ?
P -  The woman?
225 Te -  Number f o u r  I  d o n ' t  know i f  i t  i s  a woman o r  a man. Number f o u r .
P -  No, I  w a n t  t o  know i f  y o u r  o ne , tw o ,  t h r e e . . .
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Te -  One, tw o ,  t h r e e ,  f o u r .  The f o u r t h  f i g u r e .
P -  Ok.
OhI I t ' s  a w o m a n , . .
230 R -  German woman.
P -  I  t h i n k ,  (L a u g h s )
H -  German, y e s .
P -  She i s  l a u g h i n g .  I  t h i n k  she has b l u e  e y e s ,  b u t  I  d o n ' t  know ,  
and b lo n d  h a i r ,  I  t h i n k .  The h a i r  i s  n o t  l o n g .
235 Te -  N o t  l o n g ? I  V e r y  s h o r t . . .
P -  I  d o n ' t  know w h a t  she w e a r . . .  I  t h i n k  i t  i s  a d r e s s .
Ta -  No, I  suppose  i t ’ s a b l o u s e .
Te -  What w o u ld  you  say  i s  h e r ,  w e l l ,  n o t i c e a b l e  f e a t u r e ?  I f  you  l o o k  
a t  h e r  w h ic h  can  be  s a id  t o  be h e r  n o t i c e a b l e  f e a t u r e ?
240 P -  S h e 's  v e r y . . .  how can  I  say?  ( h e s i t a t i o n )  E r . . .  How can  I  say?
Te -  What do you  t h i n k ,  S? What i n  h e r  a t t r a c t s  you  more? ( 'S i l e n c e )
P -  How can  I  s a y ,  when a p e r s o n ,  e v e ry b o d y  l i k e s  h e r  o r  s h e ' s . . .
a h l . . .  How can  I  say?
T -  N ic e ?
245 P -  N ic e ? I
Te -  F r i e n d l y . . .  h e r  f r i e n d l y  s m i l e . . .
P -  F r i e n d l y . . .  I  t h i n k  she i s  a . . .  my o p i n i o n . . .  she h a s  a f r i e n d l y  
e x p r e s s io n  i n  h e r  e y e s .
Te -  Hum-hum (Y es )  T h e . . .  ( h e s i t a t i o n )
250 P -  The f o rm ,  fo rm ?  No. How you  say? Form  t h a t  she la u g h s ?  ;
Te -  The way she la u g h s ?
P -  The way .
Te -  The way she s m i l e s .
P -  Hum-hum (Y es )
255 Te -  Y es , A nybody  e ls e ?  D o n ' t  you  h a ve  any o p i n i o n  a b o u t  h e r?
H -  She ha s  a f a i r  c o m p le x io n ?
Te -  Y es . And I  w o u ld  say  t h a t  she has b e a u t i f u l  e y e s ,  b i g  and b r i g h t  
e y e s .  Ok. How a b o u t  number f i v e ?  Nobody t a l k e d  a b o u t  number  
f i v e .
260 H -  I t ' s  a young  man.
Te -  Y es .
H -  He has a b i g  s m i l e .
Te -  Hum, h u m . . .  L a d i e s ,  l a d i e s  I ( L a u g h s )
Ta -  Has a j a c k e t ?
265 P -  I  t h i n k  i t ' s  a j a c k e t .
Te -  Hum, hum (Y es )
Ta -  And s h o r t  h a i r ,  d a r k  h a i r . . .
P -  1 t h i n k  he i s  n o t  handsome, b u t  h e . . .  ( l a u g h s )  A h j  How' can  I  
say? H o w . . .  you  sa y  f i r s t  he  i s  n o t  p r e t t y  b u t , . ,
270 Te -  Handsome i s  Ok. The w o rd  you  s a i d  i s  Ok -  handsome,
P -  Y e s ,  b u t  h e ' s  n o t  handsome, f o r  my o p i n i o n ,  h e ’ s n o t  handsom e ,  
b u t  he i s  n o t  u g l y ,  t o o .  He h a s  s o m e th in g .
Te -  What do you  t h i n k ,  bo ys?  (No a nsw e r)
P -  I  t h i n k  he  h a s  a p r e t t y  s m i l e .
275 Te -  He i s  a s p o r t s m a n .
Ta -  I  l i k e  i t ,  ( L a u g h s )
Te -  Ok, How a b o u t  number s i x ?
H -  C h i l d ,  (He p ro n o u n ced  c h i l d  ) C h i ld ?  (Nobody c o r r e c t e d  h im . )
P -  Has b i g  e y e s .
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280 Te -  Happy s m i l e .
P -  ( I n a u d i b l e )  How can  I  say? V e ra  t e l l  us a b o u t , , .
Te -  A b o u t  w ha t?
P -  A b o u t  t h e  h a i r .  E r . . .  I t  i s  v e r y . . .  How can  I  say?
Ta -  S h o r t?
285 P -  No. When i t  i s  n o t  a s s im  (L a u g h s )
A -  S t r a i g h t ?  ( S t r a i t  )
P -  I  d o n ' t  know .
A /T a -  S t r a i g h t ?  (W i t h  th e  same p r o n u n c i a t i o n )
S -  S t r a i g h t  ( id e m )
290 Te -  Y es . S t r a i g h t  ( w i t h  t h e  r i g h t  p r o n u n c i a t i o n )
Ev -  S t r a i g h t .
Te -  S t r a i g h t  h a i r .  I t ' s  now w a vy .
Ta -  Ok. (E v e r y b o d y  r e p e a t s  s t r a i g h t )
Te -  Y es , I  t h i n k .  How a b o u t  h i s  e x p r e s s io n ?
295 H -  He i s  v e r y  f u n n y .
Te -  I  t h i n k  he i s  i n t e l l i g e n t .
P -  Hew can  I  say? I  d o n ' t  know how t o . . .  a c h i l d  i s  g e n e r a l l y  v e r y , , . .  
P le a s e  h e l p  me'. E r . . .
Te -  Ok. L a t e r  on  you  can  r e m e m b e r . . .
300 P -  Ok. C o n t i n u e .
Te -  Number s e v e n .
Ta -  O ld  woman, have  a b i g  h a t ,  h a t .  Has a d r e s s ,  ( i n a u d i b l e ) .  She 
was f a t .
P -  F a t?
305 Ta -  Have a n e c k la c e ?  ( p r o n u n c i a t i o n )
P -  N e c k la c e .  ( C o r r e c t s  h e r )
Ta -  N e c k la c e .  Ok.
Te -  Number e i g h t ?
Ta -  A g i r l ,  a young  g i r l ,  h a s  a b i g  h a i r ,
310 H -  A punky  h a i r .  (Many la u g h s )
Ta -  Ok.
Te -  What?
H -  Punk . I n  E n g la n d  t h e y  h a v e . . .
Te -  Ok. Number n in e ?
315 Ev •- E i n s t e i n .  (L a u g h s )
Te -  I  d o n ' t  h i n k  he i s . . .  W e l l .
P -  He has i n t e l l i g e n t  e y e s . . .
Te -  I n t e l l i g e n t  e y e s ,  o r  w o r r i e d  f a c e , , ,  ( L a u g h s )
Ta -  O k .
320 Te -  Nummber t e n .
P -  I  t h i n k  she  i s  a p r e t t y  g i r l ,
R -  V e r y  p r e t t y I  (L a u g h s )
Te -  R . l i k e d  h e r ,  (M o re  la u g h s )  A . ,  sa y  s o m e th in g  a b o u t  number t e n ,
A -  Number t e n . . .
325 Te -  How d i d  you l i k e  h e r?
A -  Ok. She h a s ,  how do you  say  t h i s ,  l o n g  s t r a i g h t  h a i r ,  a n d . . ,
Ta -  B lo n d e .
A -  B lo n d e  and w i t h  a . . .  I  t h i n k  she h a s  g r e e n  e y e s ,
Ev -  ( L a u g h s )  G reen  eyes?
330 P -  He has a b i g  i m a g i n a t i o n ; . . .
Te Number e le v e n .
P -  I t ' s an o l d . . .
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H -  He d o e s n ' t  h a ve  h a i r .
P -  I  d o n ' t  k n o w . . .
335 Te -  Ok, r e p e a t :  b a ld  man.
Ev -  B a ld  man.
Te -  B a ld  man.
Te -  R e p e a t :  b a l d .
Ev -  B a l d .
340 Te -  Ok. Number t w e l v e .  The l a s t  o ne .
T a /P -  ( I n a u d i b l e )  A man who has a g o a t ,
Te -  A g o a t e e - b e a r d .
Ev -  G o a te e - b e a r d .
SESSION EIGHT
-  J ig -S a w  P i c t u r e s  S t o r i e s  -
Te -  You ha ve  t o  d e s c r i b e  y o u r  p i c t u r e s  and t r y  t o  p u t  t h e  p i c t u r e s  
i n  t h e  c o r r e c t  o r d e r .  Ok? B u t ,  f i r s t  o f  a l l ,  I  t h i n k ,  y o u  ha ve  
t o  l o o k  a t  t h e  p i c t u r e s  and t h i n k  how y o u ' l l  d e s c r i b e  th em .
(Some se co n d s  o f  s i l e n c e )
5 P -  Who s t a r t s ?  (No an sw e r )  Ok . I ' l l  s t a r t .  My p i c t u r e  has , a man.
H e 's  a s h o r t  man, a l i t t l e  man. And he has a m ou s ta ch e  and he  
w ea r  a p a n t ,  a b l u e  p a n t ,  a b l a c k  s w e a te r  and a w h i t e  s h i r t .  And  
he  i s  t a l k i n g  a ,  t a l k i n g  on t h e  te le p h o n e ?  B u t ,  I  t h i n k ,  he  
d o e s n ' t  l i k e  t o  t a l k  w i t h  t h i s  p e r s o n ,  b e cau se  he  i s  v e r y  a n g r y ,
10 I  t h i n k .  T h e re  i s  a p i c t u r e  on t h e  w a l l  a n d ,  h e ,  A i '. I  f o r g o t ' .
You t e l l  us i n  o t h e r  c l a s s . . .  A man who d o e s n ' t  h a ve  h a i r .
H B a ld  man?
A -  B a ld  man?
Ev -  B a ld  man.
15 P -  Y es , I  t h i n k  t h a t  ( i n a u d i b l e )  he  i s  b y  t h e  t e l e p h o n e .
R -  I s  he a t  home?
P -  Y e s .  I  t h i n k  he  i s  a t  home. I 'm  n o t  s u r e ,  b u t  I  t h i n k .  T h e re  i s  
a d o o r  n e a r ,  n e a r  a w indow  a n d .  Ah'. 1 t h i n k  a w a l l  i s  g r e e n ,  i s
a ,  m aybe, e r  i s  a t h i n g ,  e r  l i k e  a t a b l e . . .  e r  t h e  t e l e p h o n e  i s
20 o n . . .  i s  k i n d  o f  t a b l e .  T h a t ' s  a l l ' .  He d o n ' t  have  m ou th '. ' . ' .  Oh'.
He has a b i g ,  a b i g  n o s e .  Oh, how I  say? T a . ,  how you  say?
H -  Nose .
P -  N ose . A v e r y  b i g  n o s e .  T h a t ' s  a l l .  I  d e s c r i b e  t h e  o t h e r ?
H /T a -  No.
25 Ta -  I  d o n ' t  know w h a t ' s  m y . . .  I s  i t  a t h e a t r e  o r  a c inema?  I  d o n ' t  
know . I . . .  my p i c t u r e  has t h r e e  p e r s o n s .  One i s  v e r y  l i t t l e ,  
t h e  s a m e . . .  (L a u g h s )  Hum, and so w h a t  ( i n a u d i b l e ) .  E r ,  h e re  
h e . . .
P -  T a . ,  do t h i s ,  b e cause  I  can see y o u r  p i c t u r e .
40 Te -  I t ' s  t r a n s p a r e n t . . .
Ta -  Y es , y e s .  Have o t h e r  man t o o .  T h i s  man, e r , t h i s  l i t t l e  man, e r ,  
i s  w i t h  y o u r  w i f e ,  I  s u p po se .
P -  H is  w i f e .
Ta -  Ok. She , h u m . . .
50
45 P -  She i s  t a l l .
Ta -  Ok, t a l l .
P -  And f a t .
Ta -  Ok. And w i t h  a r e d  d r e s s .  They  a r e  i n  f r o n t  o f  t h e  c in e m a ,  I  
su p po se ,  b e cau se  i n  t h e  c inem a  has a m a n . . .  e r . . .  I  d o n ' t
50 remember w h a t . . .
P -  To t a k e  t h e  t i c k e t s ?
Ta -  No.
Te -  The t i c k e t - c o l l e c t o r . (P . la u g h s )
Ta -  Ok.
55 Te -  Do you  t h i n k  t h e y  a r e  g o in g  t o  t h e  c in e m a ,  o r  a re  o n l y  w a t c h i n g  
t h e . . .
Ta -  They  a r e  g o in g  t o  t h e  c in e m a ,  I  su p po se .
Te -  Say t h e  name o f  t h e  f i l m .
Ta -  ' L o v e  A g a in '  (Many l a u g h s ) ,  w i t h  G l o r i a  G lam ou r .
60 Te -  Remember y o u r  t a s k  i s  t o  p u t  t h e  s t o r y  t o g e t h e r ,  s o ,  ke ep  i n  
y o u r  m in d  a l l  t h e  i n f o r m a t i o n .
Ev -  O k .
A -  Ok. I  t h i n k  t h a t  I  have  t h e  same p i c t u r e  o f  P .
Te -  Y e s ,  i t ' s  p a r t  o f  t h e  same s t o r y .  The c h a r a c t e r s  a r e  t h e  same.
65 A -  Ok. T h i s  i s  e q u a l  t o  P . and t h e  o t h e r  I  t h i n k  t h a t  i s . . .
P -  You ha ve  a man t a l k i n g  a b o u t  t h e  te le p h o n e ?
A -  The same.
P -  Ok. Ok.
A -  And t h e  o t h e r  p i c t u r e  e r ,  t h e  same man, he p u t  e r  ( t h e  t e a c h e r
70 l o o k s  a t  h i s  f i r s t  p c i t u r e )
D i f f e r e n t ?
Te -  Hum, h u m . . .  (L a u g h s )
A -  And t h i s  man, t h e  same man, he  p u t  a y e l l o w ,  y e l l o w ,  y e l l o w
s w e a te r ,  and he  t a k e s  a ,  t a k e s  h i s  h a t  a n d ,  t a k e s  h i s  h a t ,  h i s ,
75 h i s ,  how do you  say?
R -  Bag?
A -  H is  b a g ,  b a g ,  a b row n  b a g .  I  t h i n k  i t ' s  a b row n  b a g .
P -  A i ,  my gosh?
A -  And he  i s  g o in g  o u t .  I t ' s  a t  n i g h t  and t h e  d o o r  i s  o pen .
80 P -  Nobody p e rs o n s?
A -  N obody . O n ly  h im .  T h a t ' s  a l l .  1 t h i n k  i t ' s  b e f o r e  t h e . . .
P -  I  s u p p o s e ,  w e l l . . .
H -  I  ha ve  a man, t h e  l i t t l e  man, he  i s  l i s t e n  t h e  t e l e p h o n e .
(L a u g h s )
85 P -  I  t h i n k  t h a t  i t ' s  b e f o r e . . .
H -  Y e s .  ( I n a u d i b l e )  and I  h a ve  h i s  w i f e .  She i s  r e a d  t h e  j o u r n a l
P -  The j o u r n a l ' .  (She la u g h s )
H -  Oh'. I  have  t h e  f r e n c h . . .  (He a l s o  s t u d i e s  F r e n c h )
Te -  T h e re  i s  a w o rd  i n  E n g l i s h  -  j o u r n a l  -  I t ' s  m o re  s c i e n t i f i c . . .
90 J o u r n a l  o f  M e d i c i n e . . .  b u t  t h i s  k i n d  i s  a n e w sp ap e r .
H -  A n e w sp a p e r ,  y e s .
P -  B u t ,  w a i t  a m in u t e ,  t h e  woman r e a d i n g  t h e  n ew spape r  i s  t h e  same 
p i c t u r e ,  e r . . . ?
H -  No, i n  t h e  o t h e r  p i c t u r e .
95 P -  I n  t h e  o t h e r  p i c t u r e .  Ok. One i s  t h e  man l i s t e n i n g  t h e  . t e l e p h o n e ,  
and t h e  o t h e r  i s  t h e  woman r e a d i n g  t h is - n e w s p a p e r .
H -  Y e s .
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P -  Ok.
A -  The man i s  t h e ,  t h e  t h e  s m a l l  man?
100 T a /P -  The s m a l l  man. ( L a u g h in g )
H -  Y es .
A -  Can we p u t  h e r e ,  now (o n  t h e  t a b l e ) .
Te -  No, n o t  now. W a i t  f o r  e v e r y b o d y .  A f t e r  t h e y  d e s c r i b e . . .
R -  I  have  t h e  man a r r i v i n g  home? A r r i v e ?
105 Te -  Y e s ,  a r r i v i n g .
R -  H e 's  a r r i v i n g  a t  home. E r . . .  and y o u r  (p a u s e )
Ta -  W i f e .
R -  Y ou r  w i f e  i s  w a i t i n g .
P -  F o r  h im .
110 R -  F o r  h im  a t  t h e  d o o r .
Ta -  Oh'. I  know .
R -  She has a n ew spape r  i n  y o u r  h a n d .
P -  I  know'.
R -  And t h e  o t h e r ,  h e  i s  s a t  a t  t h e  arm ’- c h a i r  and p u t  h i s . . .
115 P -  The man?
R -  Y es . The man. And p u t  h e r  hand on y o u r  h e a d .  Y ou r  w i f e  i s ,  I  
su p po se ,  h i s  g i v e  h im  a n ew sp ap e r .
P -  I  ha ve  o n e .  I  d o n ' t  know w he re  i s  t h i s  p i c t u r e . . .  S. I
Te -  I f  you  a r e  n o t  s a t i s f i e d  w i t h  th e  i n f o r m a t i o n  you  can  a s k  R .
120 q u e s t i o n s . . .
P -  I  d o n ' t  rem em be r. One p i c t u r e  i s  he  s i t t i n g  i n  t h e  a r m - c h a i r  
and h i s  w i f e  i s  g i v i n g  a n e w sp a p e r ,  yes?
R -  Y es .
P -  And th e  o t h e r ?
125 R -  He i s  a r r i v i n g  home.
P -  Ok. He i s  a r r i v i n g  home. And y o u rs ?  (To  S . )
S -  He i s  a r r i v i n g  home, no?
Te -  Hum-hum.
P -  B u t  t h i s  p i c t u r e  ' h e  i s  a r r i v i n g  h o m e ' , i s  t h e r e  a w i f e ?  H i s
130 w i f e  i s  l o o k i n g  h im  o r  he  i s  a lo n e  i n  t h e  p i c t u r e ?
S -  (No a n sw e r )
P -  I  d o n ' t  know i f ,  when he  i s  a r r i v i n g  a t  home, i f  t h e  t h e  w i f e  
i s  i n  t h e  p i c t u r e  a l s o ,  o r  he  i s  a lo n e  i n  t h e  p i c t u r e ,  no many  
p e rs o n s  t h e r e .
135 R -  Y ou r  w i f e  i s  w i t h  h e r .
P -  Ok , T hank  y o u .
Ta -  I t ' s  t h e  f i r s t ,  I  su p po se .
A -  T h is ?
Ta -  No?
140 A -  I  t h i n k  t h a t  i s  t h e ,  t h e ,  . . .
Ta -  The
A -  The f i n a l ?  /
P -  You ha s  a p i c t u r e  when e r  t h e y  a r e ,  b o t h  a r e  i n  f r o n t  o f  t h e  
c in e m a .
145 A -  I  t h i n k  t h a t  t h i s  f r a m e ,  t h e r e  a r e  some f r i e n d s  o f  h im ,  t h a t  
c a l l  h im  t o  go o u t  and t h e y  came.
Ta -  Y es .
P -  S . ,  t e l l  us  a b o u t  y o u r  p i c t u r e s .
S -  I  h a ve  a man t o o .  The man i s  ( i n a u d i b l e )
150 P -  The man i s  a t  home o r  w he re?  (L on g  s i l e n c e )
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P -  A t  t h e  l i v i n g  room?
S -  N o ,
Te -  ( H e lp i n g  h e r )  H e 's  a r r i v i n g  home. H e 's  s t i l l  o u t s i d e .
S -  Y es .
155 Te -  H e 's  com ing  f r o m  somewhere . Where do you  t h i n k  he i s  com ing  
f rom ?
P -  Ah'. He i s  i n  t h e  s t r e e t ?
Te -  No, he i s  i n  f r o n t  o f  t h e  h o u s e .  Yes?
S -  Y es .
160 P -  And t h e  o t h e r  p i c t u r e ?
Ta -  H e 's  g o in g  t o  home o r  he i s  l e a v in g ?  ( S i l e n c e )
Te -  Do you  t h i n k  he  i s  c o m in g ,  o r  g o in g  o u t?  (To S . )
S -  H e 's  c o m in g .
A -  T h i s  i s  one p e o p le ?
165 S -  Y e s .
Ta -  Y es . T h is  p i c t u r e  has  one p e r s o n ,  o r  he  i s  w i t h  h i s  w i f e ?
S -  Oiie p e r s o n .
P -  T h e r e ' s  o n l y  one p e r s o n ,  i n  t h e  p i c t u r e ?
Ta -  O n ly  h im .  Ok.
170 P -  And t h e  o t h e r  p i c t u r e ?
Ta -  W h a t 's  i n  t h e  o t h e r  p i c t u r e ?  ( S i l e n c e )
Te -  D e s c r i b e .
S -  I  d o n ' t  know .
Te -  T he re  i s  o n l y  one man. I t h i n k  t h i s  i s  th e  f i r s t  p i c t u r e d  i n  t h e
175 s t o r y .
P -  Y es .
Ta -  Ok'.
Ev -  O k .
Te -  L o u ie  i s  t h e  name o f  t h e  man. Y a , L o u i e .
180 Ev -  Ah'. L o u i e .
Te -  So, you  have  th e  f i r s t  p i c t u r e .
P -  I  have  one p i c t u r e  t o o .  I  d o n ' t  d e s c r i b e  t h i s  p i c t u r e ,
Ta -  Oh'. Ok , s o r r y  I
H -  D e s c r i b e  i t .
185 P -  I t  i s  a p i c t u r e ,  e ,  i s  a t  t h e  g a r d e n .  Ok? I n  t h e  g a r d e n ,
Ta -  Where i s  i t ?
P -  I n  th e  g a rd e n ,
Ta -  O k .
P -  I t ' s  i n  f r o n t  o f  h i s  h o u s e ,  b u t  t h e  man, L o u i e ,  L o u ie ?
190 Te -  L o u i e ,
P -  I s  o u t s i d e ,  and h e r  w i f e  i s  a t  t h e  doo rw ay?  U n d e rs ta n d ?
Ta -  Ok.
A -  B u t  s h e ' s  g o in g  o u t?  S h e ' s . , .
P -  W a i t ,  He i s  w i t h  a y e l l o w  s w e a te r ,  and a j a c k e t ,  and h i s  b i g
195 bag and h a t ,  and h i s  w i f e ,  w i t h  a bag? No , i t ' s  n o t  a b a g ,  E r ,  
i s  s o m e th in g  l i k e  b a g ,  l i t t l e ,  and woman u s u a l l y  u s e  when h e ,  
she  i s  g o in g  o u t .  She u se  e r . , ,
Te -  P u r s e ,
P -  P u rse?
200 Te -  P u r s e ,
P -  Ok, And s h e 's  w e a r i n g  a r e d  d r e s s .  A nd , 1 t h i n k  t h a t  he  i s  g o in g  
o u t ,  when she d o e s n ' t  see h im ,  and when he  i s  g o in g  o u t  ( s t r e s s e s  
g o in g  o u t )  she c a l l e d ,  she c a l l e d  h im  ( s h e  la u g h s )  and (she
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la u g h s )  he  t u r n s  h i s  head and l o o k  v e r y  s u r p r i s e d ,  b e c a u s e  he
205 d o n ' t  l i k e  t h a t .  B u t  I  t h i n k  he  i s  g o in g  o u t .
A -  W i t h o u t  h e r .
P -  Q u i c k l y  ( l a u g h s )  and she i s  t a l k i n g ,  she i s  t a l k i n g  c e r t a i n ,  
b u t  I  d o n ' t  know w h a t .  T h a t ' s  a l l . . .  I t ' s  n i g h t .
A -  Can I  p u t?
210 Ta -  I  s u p p o s e ,  t h e  se cond  i s  h e r e ,  b e cau se  she i s  com ing  t o  th e  
hom e . . .
P -  B u t  R. tam b im  h a s . . .
Ta -  B u t  i n  h i s  (Many la u g h s  b e cau se  o f  t h e  w o rd  tam b im )
A -  Remember t h e  p i c t u r e  t h a t  he  i s  a t  t h e  te le p h o n e ?  T h a t ' s  t h e
215 s e c o n d .  (P . s t i l l  l a u g h i n g )
Te -  Y a . Now, you  h a ve  t o  d i s c u s s  t h e  s e q u e n ce .  I t ' s  a v e r y  good  
d i s c u s s i o n .  You a r e  v e r y . . .
P -  What do you  t h i n k .  A .?
A -  H. h a ve  a p i c t u r e ,  i n  t h a t  t h e  man i s ,  i s  l i s t e n i n g  t h e  t e l e -
220 phone  and I  have  t h e  o t h e r  t h a t  he  i s  s p e a k in g .
P -  O k . I  h a v e ,  a l s o .
A -  Y es , b u t  he has t h e . . .
P -  Ok, t h a t ' s  a p i c t u r e .  B u t  I  t h i n k  t h a t ' s  n o t  t h e  se cond  p i c t u r e ,
A -  Oh'. I  h a ve  o t h e r .
225 P -  I  t h i n k  t h e  second  p i c t u r e  i s ,  i s  when he  i s  g o in g  home.
Ta -  B u t ,  I
P -  I  t h i n k  he  i s  g o in g  home t h e r e .  He i s  g o in g  home and t h e n  he
A -  G o in g  home?
P -  He s i t s  i n  th e  a r m - c h a i r  and h i s  w i f e  b r i n g s  t h e  new spape r  and
230 th e n  t h e  te le p h o n e  c a l l s .  I  t h i n k ,  I  d o n ' t  know .
Ta -  Ok. Ok.
P -  I 'm  n o t  a g o o d . . .
Ta -  I  t o o .  I  suppose  t h i s  i s  t h e  s e c o n d ,  b e cau se  i n  t h i s  p i c t u r e  
d o n ' t  h a ve  a . . .  t h e . . .  t h e  w i f e .
235 A -  The w i f e .
Ta -  O k .
P -  A h l
Ta -  And t h e  R. ha s  t h e  w i f e .
H -  Y es . I  t h i n k  s o .
240 Te -  Ok. So you  d e c id e  t h a t  S 's  i s  t h e  s e co n d .
H -  Y es .
P -  I  t h i n k .
Ta -  Y e s ,  S .?
Te -  What do you  t h i n k .  S .?  Do you  t h i n k  y o u r  p i c t u r e  i s  t h e  second?
245 (No a n sw e r )
Ta -  You d e s c r i b e  th e  two p i c t u r e s ?
H -  Y es .
Ta -  O k .
H -  The w i f e  r e a d i n g  t h e  ( e v e r y b o d y  l a u g h s )  n e w sp ap e r .
250 Te -  So, l e t ' s  p u t  S o n i a ' s .  You can  show t h e  p i c t u r e .  P u t  i t  on  th e  
t a b l e .  Ok.
P -  T hen , R a f a e l ' s  p i c t u r e .  He i s  g o in g  house  and h e r  w i f e
H -  And h e r  w i f e
P -  W a i t i n g  (A lm o s t  a l l  a t  th e  same t im e )  .
255 H -  L i s t e n  and s h e 's  w a i t i n g .
P -  Ham,ham, I  t h i n k ,
54
A -  B u t ,  b u t  s h e 's  w i t h ,  w i t h  th e  h a t  and when he  l i s t e n  t h e  t e l e ­
phone he i s  n o t  w i t h  t h e  h a t . . .
P /T a -  Ah'. He t a k e  o f f  t h e  h a t l
260 A -  Ohl B u t ,  b u t
Ta -  (L a u g h s )  B u t  we
A -  L o o k  a t  t h e  e y e s . . .  he  i s  t i r e d .
0 -  Oh'. My God'.
A -  I  t h i n k  t h a t . . .
265 P -  You see I 'm  so ( i n a u d i b l e ) . . .  ( l a u g h s ) .
Ta -  The t h i r d ,  I  s u p p o s e . . .  Ok.
Te -  What do yo u  t h i n k  R .?
R -  I  t h i n k  t h e . . .  H.
H -  My?
270 R -  Y e s .
P -  H i I t ' s  im p o s s ib le ' .
R -  The o t h e r ?
T a /P -  No, no t h e  o th e r ? ' .  My God I
H -  I n  t h e  o t h e r  h e ' s  l i s t e n i n g  t h e  t e l e p h o n e ,  h e ' s
275 P -  No , b u t  I  t h i n k ,  i t ' s  p r o b a b l y  t h i s  p i c t u r e ,  b e cau se  he i s  g o in g  
(E v .  s p e a k in g  a t  t h e  same t im e ) ,
Te -  Pay a t t e n t i o n  t o  w h a t  s h e 's  s a y i n g ,  Ok?
P -  I  d o n ' t  know , b u t  i t  i s  p r o b a b l y ,  b e cau se  h e ' s  g o in g  home and  
(more  la u g h s )  How can  I  say? S h e 's  r e a d i n g  t h e  n e w s p a p e r s .  Ok?
280 1 t h i n k  t h a t  she w a n ts  t o  go t o  t h e  c in em a  t h a t  n i g h t ,  b u t  I  
t h i n k  t h a t  he d o n ' t  l i k e .  A nd , e r  I  d o n ' t  k n o w . . .
Te -  R . ,  w h a t  a b o u t  y o u rs ?  L e t  me see y o u r s .  (Some e x p r e s s io n s  l i k e  
Oh'. Hum l)
A -  I t ' s  y o u r  p i c t u r e .  Oh'.
285 P -  No , i s  t h a t  t h e  man, t h e  woman r e a d i n g  t h e  n ew spape r  i n  t h e r e ' .  
Because  h e r e  she has t h e  new spape r ' .
A -  He i s  a r r i v i n g .
Ta -  Ok.
Te -  Do you  t h i n k ?
290 Ta -  Y e s .  I  t h i n k .
A -  Ok, b u t ,  he  i s  e n t . . . ,  so he w i l l  l i s t e n  t h e  t e l e p h o n e  w i t h  
o t h e r  c l o t h e s  a n d ,  h e ' s  g o in g  o u t  a g a in ?  (P .  l a u g h s )
P -  H e re  h a s . . .
A -  L o o k .
295 P -  T h e re  i s  s o m e th in g ,  t h a t . . .  b e c a u s e ,  h e r e  he has a b l a c k  
s w e a te r ,  and h e r e  he has a y e l l o w  s w e a te r .
A -  Y es .
Ta -  Y e s .
P -  He re  he  has  a y e l l o w  s w e a te r  a g a in .
300 Te -  T h e re  i s  a d i f f e r e n c e . . .
H -  The b a l l ?  I  d o n ' t  know , i t ' s  b o l i c h e ?
Te -  B o w l i n g . . .
H /R -  B o w l i n g .
P -  Ah'. I  know th e  s t o r y  now'. '. ' . I t ' s  t h e  same o f  F l i n s t o n e s .
305 Ev -  (L a u g h s )
P -  I  t h i n k  t h a t  now he  l i s t e n  t h e  t e l e p h o n e ,  t h a t  a m a n . . .
R -  I . . .
P -  T h a t  a f r i e n d  c a l l  h im  t o  i n v i t e  h im  t o  p l a y .
R -  No, e r . . .  What c o l o u r  i s  y o u r . . .  y o u r
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31Q Ev -  S w ea te r
R -  Y ou r  *
Ev -  S w ea te r
R -  S w e a te r ,  when he l i s t e n s  t h e  te le p h o n e  (m e a n w h i le  P , , A . and th e  
o t h e r s  a r e  d i s c u s s i n g  on t h e  c o l o u r  o f  t h e  s w e a te r .  One says  
315 y e l l o w  and o t h e r  s a y s  b l a c k . )
R -  I  t h i n k  h e . . .  I  t h i n k  he  s a t . . .  he  changed  y o u r  c l o t h e s  and he  
s a t  a t  t h e  a r m - c h a i r .
P -  Ok. I t ' s  p r o b a b le .
Ta -  ( I n a u d i b l e )  'L o v e  A g a in '  , Ok'.
320 P -  N o w . . .
Ta -  No, m in e ,  n o .  I t ' s  n o t . . .
P -  The t e l e p h o n e .
H -  H e 's  l i s t e n i n g .
P -  And now?I  
325 H -  ( I n a u d i b l e )
P -  Ok. B u t . . .  Ok , H , , y o u  t h i n k  i s . . .  He i s . . .  I  t h i n k  t h a t  h e r e
h e ' s  l i s t e n i n g  t h e ,  t h e i r  f r i e n d ' s  i n v i t i n g  and h e r e  h e  remember  
t h a t . . .
R -  I  t h i n k  ( w h i l e  P . i s  t a l k i n g )
330 P -  He needs t o  go o u t  w i t h  h i s  w i f e .
R -  I  t h i n k .
H -  O k .
P -  Yes? Ok. And now?
I  suppose  my i s  n e x t .
335 P -  No, I  suppose  t h a t  
Ta -  A h l  y o u r  
A -  E h e ' s  g o in g  o u t .
P -  A . i s  t h e  n e x t .  And now i s  m ine '.
Ta -  And m ine?
340 P -  I s  t h e  t h i r d ,  b e cau se  o n ,  o n ,  a t  t h e  end  
Ta -  Ok. Ok.
P .-  They a r e  g o in g  t o  t h e  c in e m a ,  t h e n ,  he  d o n ' t ,  he  can  go t o  p l a y  
w i t h  t h e . . .
T a 7 h /A -  B o w l i n g .
345 Ta -  To th e  c in em a  o r  b o w l in g ?
P -  Y es .
Ta -  Ok.
Te -  Do you  t h i n k  t h i s  sequence  makes sense?
P -  A r r i v i n g  h o m e . . .  l i s t e n i n g . . .  How can  I  p u t  t h i s  p i c t u r e ? ! . . .
350 d u r i n g  h i s . . .  h e ' s  t a l k i n g  on  t h e  t e l e p h o n e ,  s h e 's  r e a d i n g
t h e . . .  ( s h e ' s  o b v i o u s l y  t h i n k i n g  a lo u d )
Te -  Ok. Now I ' d  l i k e  you  t o  t e l l  t h i s  s t o r y  b e ca u se  as y o u  see t h i s  
s t o r y  d o e s n ' t  h a ve  any w o rd .  So I ' d  l i k e . . .  y o u  b e g i n ,  A . E v e r y ­
b o d y  t e l l s  s o m e th in g .  C ou ld  yo u  p l e a s e .  A?
355 A -  Ok. Ok. E r - L o u i e  a r r i v e s  home f r o m  t h e  w o r k ,  a n d ,  and h i s  woman 
was r e a d i n g  a n ew spape r  and w a i t i n g  f o r  h im .  Who c o n t i n u e s ?
H -  She i s , e r  
Te -  Yea .
H -  She i s . . .
360 Ta -  Open th e  d o o r
H -  She i s  open  t h e  d o o r .  She i s . . .  e r ,  she i s  s a y i n g  t h e  f i l m .  The  
name o f  t h e  f i l m  s h e 's  l i k e ,  she  w a tc h  t h e  f i l m  w i t h  h im .  And
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h e ' s  t e l l  h e r  ( l a u g h s )  t h a t  he i s  v e r y  t i r e d .
Te -  So h e . . ,
365 H -  He l i k e  s l e e p .
P -  And when he  i s  g o in g  t o  s l e e p ,  t h e  te le p h o n e  ( l a u g h s )  r i n g ?
Te -  R in g?
P -  Hum-hum. And he t a k e ,  e r ,  and s t a r t e d  a c o n v e r s a t i o n .  E r ,  I  
t h i n k  t h a t  h i s  b e s t  f r i e n d  i n v i t e s  h im  t o  p l a y  b o w l i n g  t h a t  
370 n i g h t ,  and t h a t  h e ' s  n o t  t i r e d .  He i s  v e r y  h a p p y .  And I  t h i n k
t h a t  he  sa ys  t h a t  he i s  g o in g  t o  p l a y  b o w l i n g  w i t h  h im .
Te -  Ok, Ta?
Ta -  I n  th e  a f t e r  p i c t u r e  h e ' s  go o u t  t o  h i s  b o w l i n g  b u t ,  e r  y o u r  
woman i s  n o t  v e r y  h a p p y .
375 Te -  What d i d  she s a y ,  Ta?
Ta -  Oh'. ( L a u g h s )  j
R -  W a i t  a m in u te ' .
P -  Where a r e  you  g o in g ? ' .
Te -  What f i n a l l y  h a p p e n s ,  S? ( S i l e n c e )
380 Te -  R a f a e l .
R -  E r ,  th e n  she go t o ,  t h e  c in e m a .  Y ou r  w i f e  i s  v e r y  u g l y ,  b e ca u se  
e r  she i s  a v e r y  u g l y . . .
P -  ( L a u g h s )  ■
Ta -  S o r r y ?
385 Te -  Who i s  u g ly ?  He o r  she?
P -  B o th  ( l a u g h i n g ) . i '
SESSION NINE
Some e x c la m a t i o n s  on  t h e  p i c t u r e s  -  t im e  f o r  them  t o  o b s e r v e  
t h e i r  p i c t u r e s  -
i
iTe -  Ok. B e g in .
P -  Who b e g in s ?
Te -  A n y bod y .
P -  A . ,  b e g i n .  I
5 A -  Ok. I ' l l  b e g i n .  E r , o n ,  e r  a p i c t u r e ,  I  h a ve  a man, h e ,  I  t h i n k ,  
t h a t ,  i s  a man, who i s  sm o k in g  and she i s  v e r y  e r . . .
P -  Sad? I
A -  No. I t ' s  n o t  s a d .  I t ' s  
P -  Happy?
10 A -  No, n o .  S h e 's ,  h e ' s ,  t h e  man i s  sm o k in g ,  h e ' s  t h i n k i n g  a b o u t  
s o m e th in g .  And s h e 's  s i t t i n g  on th e  s o f a  on  a ,  I  t h i n k  i t ' s
a . . .  How do you  say?  a . . .  t h a t  room  t h a t  we g o t  t o . . .
P -  L i v i n g - r o o m .
A -  L i v i n g - r o o m ,  l i v i n g - r o o m .  And t h e  o t h e r  p i c t u r e  I  h a ve  t h e  same 
15 man, s h e ,  he  i s  w i t h  a ,  a h a t  and he  i s  u s i n g . . .
P -  A sm ok ing?  Oh'. I  d o n ' t  know how I ' d  s a y . . .
A -  E r  i t ' s  a . . .  n o t  a j a c k e t .  I t ' s  a j a c k e t ,  b u t  i t ' s  l o n g .
H -  S u i t ?
A -  S u i t , n o t . j
20 P -  No, n o ,  i t ' s  n o t  s u i t .  I  know how t o  s a y .
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A -  When i t ' s  c o ld  we u se  t h i s ,  t h i s :
P -  A r a i n . . .
H -  A r a i n c o a t ?
A -  Y e s - . . .
25 H -  R a in c o a t .
A -  And she i s ,  she i s  i n  a ,  she  i s  i n  a ,  I t h i n k  she i s : i n  a ,  i n
a . . .  shop?
H -  S h o p p in g - c e n t e r .
Te -  Y es .
30 A -  Shop? I n  a shop  she i s  b u y i n g ,  I  t h i n k  t h a t  i s  s o m e th in g  t o
g i v e  t o  p e rs o n s  e r  i n  t h e  C h r i s tm a s .  We have  a C h r is tm a s  t r e e .
P -  What c o l o r  i s  t h e . . . ?
A -  B la c k  and w h i t e .  And s h e 's  l o o k i n g  a t  a woman t h a t  i s  s h ow in g  
t h e  p r o d u c t s  t o  h im .  I t ' s  a l l  t h a t . . .
35 Te -  He i s  a man.
A -  He i s  a man. Ah eu d i s s e  she um m on te  de v e z e s .  (L a u g h s )
Te -  Ok. A n o th e r  one'. L e t ' s  c o n t i n u e .
P -  I  c o n t i n u e .  One p i c t u r e  i s  a man, he i s  e r  d e c o r . . .  d e c o r i n g ,  
d e c o r i n g . . .
40 Te -  D e c o r a t i n g .
P -  D e c o r a t i n g .  D e c o r a t i n g  a room . I  t h i n k  i t  i s  t h e  d i n i n g - r o o m .
I 'm  n o t  s u r e .  And i t ' s  C h r is tm a s  d e c o r a t i o n .  And h e  i s . . .  t h e r e  
i s  a t a b l e ,  on t h e  t a b l e  t h e r e  i s  a c h a i r ,  on t h e  c h a i r  t h e r e  
i s  a man. And t h e r e  i s  a b o t t l e  o f  champagne, and a b o x  and a 
45 c l o s e t  w i t h . . .  i t ' s  s o m e th in g  l i k e  a s u i t ,  b u t  i t ' s ,  when we
have  v e r y  im p o r t a n t  p a r t y . . .
Ta -  V e r y  s p e c i a l .
P -  Men, u se  b l a c k  j a c k e t  and p a n t s  b l a c k ,  b l a c k  p a n t s .
Te -  We have  t h e  same w o rd  i n  P o r t u g u e s e .
50 P -  Smook ing?
H -  B l a c k - t i e ?
P -  B l a c k - t i e .  A b l a c k - t i e ,  Ok, i n  t h e  c l o s e t .  And h e ' s  a l o n e .  T h e re  
i s n ' t  a n ybo d y  h e r e .  T h i s  i s  t h e  f i r s t .  The o t h e r ,  i s  i n  t h e  
same ro om , I  t h i n k ,  and now t h e  c h a i r  i s  n o t  on t h e  t a b l e .  The  
55 c h a i r  i s .  b e s id e  t h e  t a b l e .  And t h e . . .
Ta -  The wha t?
P -  The c h a i r .  I s  n o t  o n ,  b e h in d  i t ' s . . .  I  d o n ' t  know  how t o  s a y ,  
b e s i d e .
Te -  The c h a i r ?
60 P -  Hum, hum.
Te -  A t  t h e  t a b l e .
P -  A t  t h e  t a b l e .
Te -  A t  t h e  t a b l e ,  b e s id e  t h e  t a b l e .
P -  And h e ' s  s i t t i n g  on  th e  t a b l e  and h e ' s  w e a r in g  t h e  b l a c k - t i e ,
65 and h e ' s  d r i n k i n g  champagne. No , he i s  r io t  d r i n k i n g .  He opened
t h e  champagne w i t h  t h a t  t h i n g  t h a t  I  d o n ' t  remember t h e  name. I  
d o n ' t  know .
A -  Co rk?
P -  A c o r k .  W i t h  t h e  c o r k  i n  h i s  h a n d s .
7Q Te -  No , t h e  c o r k  i s  t h e  l i t t l e  t h i n g  t h a t  we u se  t o  c l o s e  t h e  b o t t l e .
P -  The c o r k  i s . . .  I  d o n ' t  know w he re  i t  i s . . .
T -  R o lh a .
P -  E r ,  t h e  champagne i s  o pen ed .  I  t h i n k  he i s  s a d .  He i s  a l o n e .
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t h a t ' s  a l l .
75 Ta -  I  have  a man, e r , t h i s  man i s  i n  t h e  l i v i n g - r o o m  and he i s
d e c o r a te ?  Has a c h a i r ,  a b o t t l e .  The man i s  open  t h e ,  t h e  
b o t t l e  o f  champan, champ§gne?champagne ( p r o n u n c i a t i o n ) .  He i s ,  
e r ,  n e a r  t h e  c h a i r  and t h e  t a b l e .  The o t h e r .  I t ' s  a man, e r , 
i n  f r o n t  o f  t h e  m i r r o r ,  m i r r o r ?  And i n  t h e ,  a t  t h e  room . The  
80 champgne , i t ' s  on t h e  t a b l e .  The room  i t ' s  v e r y  d e c o r a t e d .
O n ly .
Te -  W h a t 's  he d o in g ?
Ta -  He i s . . .  A h l  The t i e .  How can  I  say?
P -  H e 's  p u t t i n g .  P u t t i n g ,
85 Ta -  Ok, P u t t i n g  t h e  t i e ,  e r , e r ,  h e ' s  e r  p u t t i n g  t h e  t i e  i n  f r o n t  
o f  t h e  m i r r o r .  Ok?
R -  My m a n , . .  My man, I  t h i n k ,  i s  i n  a s u p e rm a r k e t  and h e ' s  l o o k i n g  
a champagne, and I  t h i n k  he b u y  i t .
Te -  So, he  is .  i n  a s u p e r -m a r k e t .
90 P -  Hum hum. (Y e s )
Ta -  S h o p p in g .  ( L a u g h in g )
Te -  I t ' s  t h e  same t h i n g :  s h o p p in g  c e n t e r ,  s u p e r - m a r k e t .
Ta -  Ok.
A -  Oh'. I  d i d n ' t  s a id  t h a t  t h e  man i s  w i t h  t h e  champagne ( l a u g h s )  , 
9 5 '  e r ,  i n  t h e ,  i s  t a k i n g  t h e  champagne. (M ore  l a u g h s )
Te -  So, w h a t  happened?
P -  He b u y  t h e  champagne. i
A -  He b o u g h t  t h e  cham pagne .
H -  Our man i s  l e a v i n g  home t o  go t o  t h e  s u p e r - m a r k e t .  H e 's  v e r y  
100 h a p p y .  He i s  v e r y  h a p p y .  H e 's  w e a r in g  a h a t  and a r a i n c o a t .  Ok .
T h is  i s  one p i c t u r e .  The o t h e r  p i c t u r e ,  he a r r i v e s  home w i t h , , .  
P -  W a i t  a moment'. H e 's  l e a v i n g  t h e  house  w i t h  a h a t  a n d . . . ?
H -  A r a i n c o a t .
P -  A h . . .  Ok.
105 H -  Then he a r r i v e s  home w i t h  a b i g  p a c k a g e ,  package?
Te , -  P a c ka ge ,  y e s .
P -  W i t h  t h e  champagne?
H -  I  d o n ' t  know . Oh, ye s  w i t h  t h e  champagne , y e s .
S -  The man i s  i n  f r o n t  o f  t h e  c h a i r .  H e 's  open  th e  champagne (She  
110 p ro n o u n c e d  w r o n g l y )
P -  Champagne.
S -  Champagne. (P au se )  I n  f r o n t  o f  t h e  t a b l e .  ( H e s i t a t i o n )
Te -  I s  he  a lo n e ?  A lo n e  o r  w i t h  somebody e ls e ?  I s  he  a lo n e ?  O n ly  he?  
P -  O n ly  one p e r s o n .
115 Te -  Or more th a n  one?
S -  Y e s .  O n ly  h im .  And t h e  o t h e r ,  h e ' s  i n  f r o n t  o f  t h e  c h a i r  and  
t h e  t a b l e  and h e ' s  p u t t i n g  t h e  champagne i n  t h e  c u p .
Te -  Good. Now l e t ' s  see w h ic h  one i s  t h e  f i r s t .
P -  W e l l ,  I  t h i n k  t h a t  H.
120 Ta -  Ok.
P -  F i r s t  p i c t u r e .
A -  I  t h i n k  t h a t .
H -  I t ' s  A .
Te -  Who t h i n k s ,  who t h i n k s ,  e r ,  t h a t  A , has t h e  f i r s t  p i c t u r e ?
125 P -  I  d o n ' t  remember w h a t  w as , I  t h i n k  one i s  he s h o p p in g ,
A -  H e 's  s i t t i n g .  H e 's  sm o ck in g  a c i g a r r e t e  on t h e  s o f a .
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P -  A h l Y es .
Ta -  Ok'.
Te -  C ou ld  you  p l e a s e ,  r e p e a t  t h e  p i c t u r e ?
130 A -  E r ,  h e ' s  s i t t i n g  on t h e  s o f a ,  sm ok ing  a c i g a r r e t e ,  and h e ' s . . .  
How do you  say  p reo cu p ado?
Te -  W o r r i e d .
A -  W o r r i e d ,  w o r r i e d .  H e 's  w o r r i e d  w i t h  s o m e th in g .  I  t h i n k  t h a t  
w ha t he  w i l l  b u y  i n  t h e  C h r i s tm a s .  E r ,  and o n l y  t h a t .
135 Te -  I  t h i n k  he i s  unhappy  b e cau se  he i s  a l o n e .  I t ' s  bad t o  be  a lo n e  
on C h r is tm a s .
Ta -  Ok.
P -  W e l l ,  I  t h i n k  t h e  o t h e r  i s  H 's  p i c t u r e .  When he i s  l e a v i n g  t h e  
h o u s e .
140 Ta -  I  d o n ' t  know .
Te -  I s  he  h a p p ie r  now?
H -  I  d o n ' t  t h i n k . . .
Te -  D o n ' t  you  t h i n k  he i s  h a p p ie r  now t h a t  he  d e c id e d  t o  do  some­
t h i n g ?
145 A -  Y e s .  I  l i t t l e  b i t .
Ta -  ( L a u g h in g )  So fu n n y ' .  The t h i r d ,  I  t h i n k  i s  A ' s .
P -  No, i t ' s R ' s ,  b u y in g  t h e  champagne.
Te -  D e s c r i b e  y o u r s  a g a i n ,  R. He d i d n ' t  b u y  a n y t h i n g .  What i s  he  
d o in g ,  th e n ?
150 R -  H e 's  l o o k i n g  a champagne. ;
Te -  What do you  t h i n k  he i s  g o in g  t o  do?
R -  I  t h i n k  he i s  bu y  a champagne.
Te -  Ok. H e 's  g o in g  t o  b u y  a champagne.
Ta -  The f o u r t h . . .
155 A -  I  d o n ' t  know . He b o u g h t  t h e  champagne and h e ' s  l o o k i n g  f o r  some­
t h i n g  m o re .
P -  I  t h i n k  t h a t  h e ' s  l o o k i n g  a t  a b l a c k - t i e .
Ta -  B l a c k - t i e ?
P -  A b l a c k - t i e .
160 Ev -  O h ' . . . .
P -  Because  i n  t h e  o t h e r  h e ' s  w e a r i n g  t h e  b l a c k - t i e .
Ta -  O k .
P -  I  d o n ' t  know I . . .  i n  my o p i n i o n .
Te -  How a b o u t  t h e  d e c o r a t i o n ?
165 P -  Oh!
Ta -  Oh'. The d e c o r a t i o n ' .
P -  Y es , b e cau se  i n  my p i c t u r e  i s  a e r  i s  a . . .  a b o x  open  and h e ' s  
d e c o r a t i n g  t h e  room .
Ta -  Y e s ,  maybe.
170 P -  The o t h e r ,  e r  H.
Ta -  H e 's .
Ev -  A r r i v i n g  home.
H -  Y es .
Te -  W i t h . . .
175 H -  A champagne, and a b o x  o f  d e c o r a t i o n  and a l i t t l e  s m i l e .
Te -  What?
H -  A l i t t l e  s m i l e .
Te -  Yeah'. Now he i s  h a p p y .  V e r y  good I
P -  ( L a u g h in g )  I  d o n ' t  see'. I  t h i n k  t h e  o t h e r  i s  my p i c t u r e .  When
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180 he  i s  d e c o r a t i n g  t h e  room ,
Ta -  O k ,
Te -  T r y  t o  e x p l a i n  t h i s  p i c t u r e ,  P.
P -  I  t h i n k  he i s  d e c o r a t i n g  h i s  house  f o r  C h r is tm a s  and I  t h i n k
h e ' s ,  maybe , e r ,  he  w i l l  go t o  a p a r t y  b e cau se  h e ,  no  e x cu se -m e .
185 I n  h i s  house  i s ,  e r , b e en  ha ve  a p a r t y ?  I  d o n ' t  know how to
s a y . . .  b e cau se  h e ' s ,  t h e r e  i s  a b l a c k - t i e  and t h i s  moment I  
t h i n k  t h a t ,  e r ,  he i s  a l o n e ,  he w i l l  go a lo n e  t o  t h e  p a r t y . . .
I  d o n ' t  know . And t h e r e  i s  t h e  b l a c k - t i e ,  t h e  c h a m p a g n e . . .  I  
d o n ' t  know w h a t  w i l l  h a p p e n . . .
190 Te -  Where i s  he? Where i s  he?
P -  He i s  on t h e  c h a i r  and t h e  c h a i r  i s  on  t h e  t a b l e  and t h e  t a b l e  
i s  on t h e  f l o o r .  ( L a u g h s )
Ta -  The o t h e r ,  I  t h i n k  i t ' s  m in e  b e cau se  he  i s  p u t t i n g  t h e  t i e  i n  
f r o n t  o f  t h e  m i r r o r .
195 P -  Hum, hum. The o t h e r  I  t h i n k  i s . . .
Ta -  Y o u r s .
Te -  Now, l e t ' s  d is c u s s ' .
P -  1 d o n ' t  remember w ha t  i s  t h e  o t h e r  p i c t u r e . . .
Ta -  No, i t ' s  m in e .
200 P -  I t ' s  n o t  my.
Ta -  Now i t ' s  m in e .
Te -  How a b o u t  S 's ?
R - No: '
P -  Y e s .  No, he  i s  h e r e .
205 Ta -  Ok. (T hey  a re  a r r a n g i n g  t h e  p i c t u r e s )  W h a t 's  i t ?
P -  Oh'. He i s  u p s id e  and h e ' s  down s i d e .  .
Te -  R e a l l y ?  Do you  t h i n k  t h i s  i s  t h e  r i g h t  o r d e r ?
P -  I  t h i n k  t h i s  i s  t h e  r i g h t  o r d e r .  ( E v .  a g re e d  w i t h  t h e  p ro p o s e d  
o r d e r )
210 Te -  So, l e t ' s  t r y  t o  t e l l  t h e  c o m p le te  s t o r y .
Ta -  The man who ( p a u s e ) .  He i s  i n  h i s  house  and h e ' s  s i t t i n g  on t h e  
s o f a  and he has a i d e a ,  b e cause  he i s ,  was sad and h e ,  t h e n ,  he  
l e a v e s  home t o  t h e  s u p e r -m a r k e t  o r  t o  s h o p p in g .  I  d o n ' t  know .  
Then h e ,  e r ,  he  go t o  t h e  f i r s t  t o  t h e ,  t o  b u y  t h e  b o t t l e  o f
215 champagne, a f t e r  he b o u g h t  t h e ,  th e  d e c o r a t i o n  o f  t h e ,  h i s
h o u s e .
Te -  Ok. A n o t h e r  o n e .  We a r e  h e r e ,  S. Can you  see t h e  p i c t u r e ?
W h a t 's  he  d o in g  now?
P -  Can I  open  th e  w indows?
220 Te -  Y es , y e s ,  i t ' s  v e r y  h o t  h e r e .  S o r r y ,  I  f o r g o t .  Ok, S . ,  w h a t  do  
you t h i n k  h e ' s  d o in g  h e re ?  T r y  t o  say '.  (No a n sw e r )  H?
H -  He a r r i v e  home w i t h  t h e  b o t t l e ,  t h e  champagne, a f t e r  h e ' s
d e c o r a t i n g  h i s  house  h i s  ( i n a u d i b l e ) .  A f t e r  t h i s  h e ' s  w e a r in g  
h i s  b l a c k - t i e ?
225 Te -  Y es .
P -  W ea r in g
H -  W ea r in g?  P u t?
Te -  I s  p u t t i n g  on
H -  H e 's  p u t t i n g . . .  h i s  b l a c k - t i e  i n  f r o n t  o f  t h e  m i r r o r ?  (He p r o -
230 nounced  i t  w r o n g l y )
Ev -  M i r r o r .
H -  M i r r o r .
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A -  H e 's  t r y i n g  t o  open t h e  champagne,
Te -  Do you t h i n k  i t  was e a s y  o r  h a rd ?
235 A -  I  t h i n k  i t ' s  h a r d .  And i n  t h e  o t h e r  p i c t u r e  he g e t s  t o  open  t h e  
champagne, and t h e  c o r k  g o ,  goes  u p .
Te -  Hum, hum. R'.
R -  H e ' s , e r . . ,
P -  S e a r c h in g .
240 Ta -  I n  th e  c u p .  (She was s p e a k in g  t o  h e r s e l f )  i n  t h e  c u p .  He i s  
p u t t i n g  t h e  champagne i n  t h e  c u p .  (S p e a k in g  lo u d  now)
R -  H e 's  p u t t i n g  t h e  champagne i n  t h e  t a ç a .  ( L a u g h s )
P -  G la s s .
R -  G la s s .  And t h e n  th e  r o lh a ?  (L a u g h s )
245 P -  No , h e . . .  c o r k ?  N o . . .
Ta -  C o r k .
R -  C o rk  and t h e  c o r k  i s  ( h e s i t a t i o n )
Te -  Y e s ,  t h i s  momen t. (Shows)
P -  To down s i d e .
250 A -  Down. G e t t i n g  down.
Te -  Go down.
R -  Goes down ( h e s i t a t i o n )  on th e  g la s s ?
Te -  Hum-hum. I n t o .  I n t o .  Movement i n t o - i n t o .  The c o r k  goes dovm  
i n t o  h i s  g l a s s .  W e l l .  What happens  th e n ?
255 A -  The c o r k  goes v e r y ,  v e r y  u p ,  b e cau se  he  s a y ,  h e  p u t  on  t h e  cup  
and (’i n a u d i b l e )  ( l a u g h s )
Te -  What do yo u  t h i n k :  -Was he good l u c k  o r  bad l u c k ?
Ev -  Bad l u c k .
Te -  Bad l u c k .  He b e g in s  v e r y  sad a n d ,  I  t h i n k ,  he f i n i s h e s  sad t o o .  
260 E v e r y t h i n g  goes w ro n g  w i t h  h im .  To be  a lo n e  on C h r is tm a s  n i g h t
i s  v e r y  bad and a t  t h e  end he c o u d n ' t  d r i n k  h i s  w i n e l . . .
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BOOK ONE
1 . F r i e n d s
To be ( a f f .  i n t . )  -  C o n t r a c t e d  fo rm s  
Commands ( I m p e r a t i v e ) .  G r e e t i n g s .  
T h i s ,  my /  y o u r ,  w h a t . . . ?
2 .  R o b e r t ' s  F a m i ly
To be ( A f f .  i n t .  c o n t r a c t e d  fo rm s )  
T h a t ,  o u r / y o u r ,  who .
P o s s e s s iv e  c a s e .
3 .  A t  Home
To Be (we /  t h e y )  -  n eg .
He re  / t h e r e ,  w h e re .  A /a n .
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4 .  A t  R o b e r t ' s  P la c e  
To be (n e g )
A d j .  P o s s .  h i s ,  h e r ,  t h e i r .
Whose.
5 .  A t  t h e  T a b le
T he re  i s  /  a r e .  How many . C o lo u r s .  Num be rs : 1 t o  2 .  A /a n .
6 .  I n  t h e  Garden
These /  t h o s e .  C o lo u r s .  Commands ( im p . )  Some. No.
7 .  V i s i t i n g  R o b e r t
P r e s e n t  C o n t in u o u s  Tense ( a f f .  I n t . )
8 .  A t  S ch o o l
P r e s e n t  C o n t in u o u s  Tense ( a f f .  i n t .  n e g . )
Commands.
9 .  I n  t h e  F r o n t  Y a rd
V e rb  To have  ( i n t .  N e g . )  A u x i l i a r y  d o .
C o lo u r s .
1 0 .  S t a y i n g  A t  F r a n k ' s  P la c e
Ve rb  To Have ( i n t .  n e g )  A u x i l i a r y  d o .
T e l l i n g  t h e  T ime ( e x a c t  h o u r s )
Number 4 t o  10 .
11 . G o in g  t o  t h e  M o v ie s
V e rb  To Have ( p r e s e n t )  -  ( a f f .  n e g .  i n t .  f o rm s )
How much.
Im p e r a t i v e  n e g a t i v e .  C o lo u r s .
12 .  A t  t h e  Snack B a r
Commands. I m p e r a t i v e .  Numbers 11 t o  2 0 .
BOOK TWO
13 . A t  F r a n k ' s  P la c e .
P re s e n t  T e n se .  V e r b s :  To l i v e .  To g o .  To t a k e  ( t h e  s u b w a y ) .  To w a l k .
Neg . I n t .  and Neg. c o n t r a c t e d  fo rm  w i t h  d o .
O r d i n a l  n um be rs :  1 t o  10 .
V o c a b u la r y :  a p a r tm e n t ,  d ow n tow n , f l o o r ,  s u b u r b s ,  subw ay .
E x p r e s s i o n s :  v e r y  f a r  f r o m ,  n e a r  h e r e ,  b y  b u s .
1 4 .  F r a n k ' s  S c h o o l .
P r e s e n t  te n s e  v e r b s :  To d o .  To h a v e .  To l i k e .  To t a k e  (a  s h o w e r ) ,  To p l a y ,  
To e a t .  To l e a v e .  To have  ( l u n c h ) .  To g e t  ( h om e ) .  To have  ( G y m / c la s s e s ) .  
E x p r e s s i o n s :  I  l i k e  i t  a l o t .
Numbers 31 t o  5 9 .  A dv . u s u a l l y .
15 . M r .  S c o t t ' s  Week.
V e rb s  -  To w o r k .  To s t a y .  To come. To do ( d o e s ) .
The days o f  t h e  w eek . A d v .  o f  f r e q u e n c y :  a lw a y s ,  n e v e r ,  s o m e t im e s .  
E x p r e s s i o n :  a t  t h e  moment.
V o c a b u la r y :  e n g i n e e r ,  u n t i l .
1 6 .  A t  J o e ' s  D r i v e - I n .
V e r b s :  To w a n t .  To d r i n k .  To l o v e .
V o c a b u la r y :  Food i t e m s ,  w h i c h .
17 . I n  t h e  E v e n in g .
H ou rs  (To and P a s t )
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F u t u r e  w i t h  g o in g  t o .
V e r b s :  To a r r i v e .  To have  ( d i n n e r ) ,  To s t a y  (h om e ) .  Can ( i n t .  Neg.  
C o n t r a c . )
V o c a b u la r y :  C lu b ,  t o m o r ro w ,  t o n i g h t ,  o f f i c e .
1 8 . / 1 9 .  R o b e r t  F e e ls  S i c k .
G o in g  t o  ( c o n t . )
Commands ( im p .  n e g . )  M u s t ,  C a n ' t ,  W i l l ,  W o n ' t ,  ( f u t u r e )
E x p r e s s i o n s :  To have  th e  f l u ,  be b u s y ,  s t a y  i n  b e d ,  f e e l  w e l l ,  h ave  a 
t e r r i b l e  h e a d a ch e ,  c a n ’ t  g e t  u p .
2 0 .  I n  t h e  C la s s ro o m .
D a te s .  M on th s  o f  t h e  y e a r .  S easons .
O r d i n a l  numbers (11  t o  31)
To Be -  P a s t  te n s e  ( a f f .  n e g .  i n t .  -  c o n t r a c t e d  f o r m s ) .
V o c a b u la r y :  h o t .
2 1 .  A V i s i t  t o  C a l i f o r n i a .
P a s t  Tense o f  R e g u la r  V e r b s :  To v i s i t .  To a r r i v e ,  To t r a v e l ,  To s t a y .  To
l i k e .  To p r e f e r  ( i n t . ) .
A u x i l i a r y  v e r b  d i d .
Numbers -  60 t o  9 9 .
2 2 .  M rs .  M u l l e r  Buys C lo t h e s .
P a s t  Tense o f  I r r e g u l a r  V e r b s :  To b u y .  To w e a r .  To g e t  ( I  g o t  a b e l t ^ f o r
y o u r  f a t h e r ) .
V o c a b u la r y :  C lo t h e s  i t e m s .
2 3 .  On t h e  P hone .
P a s t  Tense o f  I r r e g u l a r  V e r b s :  To g o .  To d o .  To t a k e .  To come. To w a t c h .
To g i v e , To h a v e .
V o c a b u la r y :  game, t o o t h a c h e ,  d e n t i s t ,  m a id ,  h u s b a n d ,  e a r l y ,  t i c k e t .  
E x p r e s s i o n s :  on  TV , w h a t  a p i t y !
2 4 .  I n  t h e  L i v i n g  room .
V e r b s :  To p a i n t .  To f l y  ( o v e r ) .  To c a t c h .  Commands ( im p . )
P r e p o s i t i o n s :  o n ,  i n ,  b e tw e e n ,  b e s i d e ,  a t .
E x p r e s s i o n s :  on  t o p  o f .  H u r r y ,  Go away.
V o c a b u la r y :  l a d d e r ,  c e i l i n g ,  c a n a r y ,  w a l l ,  a r m - c h a i r ,  la m p ,  c a g e .
BOOK THREE
2 5 . An E v e n in g  a t  Home.
O b j e c t i v e  ca se  -  them .
V o c a b u la r y :  t o o t h ,  b a r  o f  s o a p ,  t o w e l ,  b r u s h ,  c l o s e t ,  l e f t .
V e r b s :  To s a y .  To t e l l .
E x p r e s s io n s :  a t  o n c e .
2 6 .  The S ch o o l  Dance .
P a s t  te n s e  o f  t h e r e  t o  be ( t h e r e  w a s /w e re )  -  a f f .  n e g .  i n t .
F u t u r e  o f  t h e r e  t o  be ( t h e r e  w i l l  b e )  -  a f f .  n e g .  i n t .
P a s t  Tense o f  To s e e .
O b j e c t i v e  ca se  -  h e r .
E x p r e s s io n s :  Guess w h a t !
V o c a b u la r y :  r e a l l y ,  a f t e r w a r d s ,  d a n c e .
2 7 .  L o o k in g  f o r  an A d d re s s .
N um e ra ls  (705  -  s e v e n - o - f i v e . . . )  ( 1 0 6 4 - t e n - s i x t y - f o u r )  t h o u s a n d ,  d a t e s .  
V o c a b u la r y :  m a i l b o x ,  p o s t o f f i c e ,  b a r b e r  s h o p ,  gas s t a t i o n ,  s u p e rm a r k e t .
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b u i l d i n g ,  r i g h t .
E x p r e s s io n s :  r u n n i n g  a c r o s s ,  l o o k  o u t !
2 8 .  M is s  O l i v e r ' s  C la s s .
P a s t  Tense o f :  To t e a c h .  To e x p l a i n .  To s p e a k .  To w r i t e .  To s t u d y , T o  r e a d .
To u n d e r s t a n d .  To p a i n t .  To b u y .
V o c a b u la r y :  a b o u t ,  s e v e r a l ,  e v e r y t h i n g ,  la n g u a g e .
2 9 .  R o b e r t  F e l t  S i c k .
P a s t  Tense o f :  To f e e l .  To s l e e p .  To w a ke .  To l e a v e .  To d r i v e ,  To can  ( n e g . )
3 0 .  I n  t h e  P a s t .
T h in g s  Happened i n  t h e  P a s t .
V e rb s  i n  t h e  p a s t  -  w o re ,  d r a n k ,  a t e ,  s a t  a t ,  l o o k e d ,  c l o s e d ,  f l e w  a r o u n d ,
c a u g h t .
E x p r e s s i o n :  as u s u a l .
V o c a b u la r y :  p r e t t y ,  q u i c k l y ,  ro om .
31 .  A t  t h e  R e s t a u r a n t .
W ould  you  l i k e . . . ?  I ' d  l i k e . . .
V o c a b u la r y :  menu, f i s h ,  p o r k  c h o p s ,  r i c e ,  b e a n s ,  s t e a k s ,  f r e n c h  f r i e s ,
v e g e t a b l e s ,  p e a s ,  c a r r o t s ,  c a u l i f l o w e r ,  d e s s e r t ,  i n c e - c r e a m ,  
f r u i t s a l a d ,  a p p le  p i e ,  s t r a w b e r r i e s .
3 2 .  F r a n k ' s  M ag ic  C a r p e t .
C o n d i t i o n a l  ( a f f .  n e g .  i n t . )  -  c o n t r a c t e d  f o rm s .
To w i n .
V o c a b u la r y :  i f ,  l o t t e r y ,  f o r e i g n  c o u n t r i e s  ( I t a l y ,  Germany , S p a in ,  S o u th
A m e r ic a )
as w e l l .
3 3 .  A t  t h e  A i r p o r t .
I n t e r r o g a t i v e / n e g a t i v e  s e n te n c e s .
V e r b s :  To c a r r y .  To t a k e  o f f .  To show.
V o c a b u la r y :  p o r t e r ,  b a g s ,  p a s s p o r t s ,  n e c e s s a r y ,  p a s s p o r t  c o n t r o l  o f f i c e r ,  
j e t s ,  t r i p ,  c e r t a i n l y ,  m a g a z in e ,  p l a n e ,  d e la y e d ,  f l i g h t .
W i l l  (n e g  -  w o n ' t ) .
E x p r e s s i o n :  Get t i r e d .
3 4 .  On th e  P la n e .
P o s s e s s iv e  p ro n o u n s  (m in e ,  y o u r s ,  h i s ,  h e r s ,  o u r s ,  t h e i r s )
V o c a b u la r y :  s e a t ,  a i s l e  s e a t .
35 . I n  th e  H o t e l .
I n d e f i n i t e  p ro n o u n s  (som e , a n y ,  s o m e th in g ,  a n y t h i n g ,  n o t h i n g )
V o c a b u la r y :  o p e r a t o r ,  l a u n d r y ,  s o c k s ,  h a n d k e r c h i e f ,  s u i t ,  j a c k e t .  
E x p r e s s i o n s :  W i l l  y o u  p l e a s e ,  r i g h t  now . To be p r e s s e d .
V e r b :  To s end .
E n g l i s h  As I t  I s  I n  The U .S .A .  ( F o r  s c h o o ls  o f  " 1 9  e 29 g r a u s " )  
P rodu ced  b y  C e n t r o  de C u l t u r a  A n g lo  A m e r ic a n a .




S E S S IO N  FOUR
f e w
PLAYER h
You Start. Ask your partner to g 
you directions (see No.1 beiow).
Use a small object to mark your position 
on the map, then check with your partner 
and discuss any problems. Take turns
asking for directions:
1. From the railway station to the Town
Hall2. From the Town Hall to the theatre
3. From the theatre to the university
4. From the university to the tourist
office5. From the t o u r i s t  office to the church
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Your partner will start. When he 
has asked you for directions you should 
ask him to give you directions'{ see 
No. 1 below). Use a small object 
to mark your position on the map, then 
check with your partner and discuss any 
problems. Take turns asking for directions;
1. From the railway station to the hospital
2. From the hospital to the library
3. From the library to the police station
4. From the police station to the market
5. From the market to the Palace Cinema




D e s c r ib e  and a r r a n g e  
I n s t r u c t i o n s :
Do n o t  open  t h i s  e n v e lo p e  b e f o r e  r e a d i n g  th e s e  i n s t r u c t i o n s .
1 .  I n  t h i s  e n v e lo p e  t h e r e  i s  a p i c t u r e .
DO NOT SHOW YOUR PICTURE TO THE OTHER STUDENTS.
2 .  T h e re  a re  a l s o  f i v e  s m a l l  e n v e lo p e s  w i t h  12 p i c t u r e s  i n  e a ch  o f  th em .
They a r e  p i c t u r e s  o f  o b j e c t s  and o t h e r  t h i n g s  i n  y o u r  p i c t u r e .
GIVE them  t o  t h e  o t h e r  s t u d e n t s .
3 .  T e l l  them  how t o  a r r a n g e  t h e  o b j e c t s  and t h i n g s  so t h a t  t h e i r  p i c t u r e s ;  a r e  t h e ;  
same as y o u r s .
4 .  T e l l  them  t h e y  may a s k  you  q u e s t i o n s .
5 .  When t h e y  have  f i n i s h e d  a r r a n g i n g  t h e i r  p i c t u r e s ,  show them  y o u r  p i c t u r e .
6 .  Compare t h e  s i x  p i c t u r e s  and d i s c u s s  any p r o b le m .
SESSION FIVE
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SESSION SIX AND SEVEN
Detcribing People
Anex I - Input session at the begloing of session six.
The gaa» itself consisted in describing the person in each picture and telling the other where to locate it inche grid.
TEXT 1,
a) - Write the names of people in the appropriate spaces:
lives in Manchester where he is an architect. Hefe an architect. His wife, ___________ is a social worker. They have
two child^o: Jason and Alice. __________________  is in his early thirties and he is just over 'i785oj in height. He has brown curly
hair, a fair complexion and brown eyes. His friendly smile is the first thing you notice about him. Generally, he wears a leather 
jacket and tweed trousers. He is slim in build and athletic in movements. He enjoys climbinh mountains in the Lake District with 
friends from his office.
*8 wife. is in her late twenties. She is about I.60m in height, and she has grey eyes.
fair complexion a ^  a blonde curly ha 17^ . Her necklaces and earrings are the first you notice about her. _______
_______  is slim and quick in movement. Generally, she wears a blazer and a skirt. Like her husband, she enjoys walking and climbing.
___________ ___________________  lives in Florianópolis, but at the moment he is living in Britain with his parents and his sister
Flãvia.'"' ^  ________ is six years of age, and he'is a schooLbody. He is about.1.05m in height, and has black hair
aod a dark complexion. His intelligent eyes are the first thing you notice about him. He enjoys watching TV and playing soccer. 

















is a school boy an engineer an architect an account a secretary OCCUPATION
6 34 31. 70 28 AGE










drovn black brown blue green EYES
dark dark fair fair dark C(^L£XION
elim slim slim heavy pluatp BUILD
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J ig -S a w  P i c t u r e s  S t o r i e s .  ( E le m e n t a r y / I n t e r m e d ia t e / A d v a n c e d )
M e th o d :  You t a k e  any  p i c t u r e  and c u t  i t  up i n t o  i t s  s e p a r a t e  f r a m e s .
D e p en d in g  on  t h e  number o f  s t u d e n t s  i n  ea ch  g r o u p ,  and on t h e  number  
o f  f ra m e s  i n  e a ch  s t o r y ,  e a ch  s t u d e n t  w i l l  have  1 ,  2 o r  3 p i c t u r e s .  
(N .B .  I t  i s  n o t  n e c e s s a r y  f o r  a l l  t h e  s t u d e n t s  t o  have  t h e  same num be r )  
W i t h o u t  s e e in g  t h e  o t h e r  s t u d e n t s '  p i c t u r e s ,  t h e  s t u d e n t s  have  t o  
d e s c r i b e  t h e i r  own and a s k  q u e s t i o n s  a b o u t  t h e  o t h e r s .
The o b j e c t  o f  t h e  game i s  t o  d e c id e  as a g ro u p  t h e  o r d e r  o f  t h e  
p i c t u r e s  i n  t h e  s t o r y .
SESSION EIGHT AND SESSION NIGHT
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ROTEIRO PARA UMA AVALIAÇÃO DE NOSSA EXPERIÊNCIA  
E s c re v a  um pouco  s e g u in d o  o r o t e i r o .
Se vo cê  q u i s e r  f a z e r  a lgum a  o b s e r v a ç ã o  a m a is ,  s i n t a - s e  ã v o n ta d e
de f a z ê - l o .  Suas im p re s s õ e s  s o b re  no sso  t r a b a l h o  são m u i t o  im p o r t a n t e s , uma
vez  que v o cê s  são seus c o - a u t o r e s  e ,  como a l u n o s ,  s u j e i t o s  de n o s sa  i n v e s ­
t i g a ç ã o .
1 . Você acha  que houve  a lg um  t i p o  de p r o g r e s s o  no seu a p re n d iz a d o  da l i ^  
gua i n g l e s a ?  Se h o u v e ,  t e n t e  d i z e r  que t i p o  de p r o g r e s s o  v o c ê  p e r c e b e u .
2 .  Você p e rc e b e u  d i f e r e n ç a  na  sua d i s p o s i ç ã o  p a r a  se c o m u n ic a r ,  e n t r e  as 
p r im e i r a s  e as ú l t im a s  se s sõ e s?
P o d e r i a  d i z e r  que se s e n t i u  m a is  c o n f i a n t e  ã m ed id a  que as se s sõ e s  avan  
çavam? Se S IM , a que v o c ê  a t r i b u i  e sse  f a t o ?
3 .  Na sua  o p i n i ã o ,  p a r a  a p r e n d e r  uma l í n g u a ,  que t i p o  de a t i v i d a d e  j u l g a  
m a is  e f i c i e n t e ?
4 .  Você s a b e r i a  d i z e r  o que c o n t r i b u i u  p a ra  d e i x á - l o ,  ou não d e i x á - l o ,  mo­
t i v a d o  a f a l a r ?  (o  f a t o r  m a is  im p o r t a n t e )
5 .  0 f a t o  de t r a b a l h a r  em g r u p o ,  em sua o p i n i ã o ,  a j u d a  a a p re n d iz a g em ?  P o r  
quê?
6 .  De que a s p e c to  em no ssa s  se ssõ e s  v o c ê  m a is  g o s to u  e p o r  quê?
7 .  Você s e n t i u  a lgum  t i p o  de d i f i c u l d a d e  na  e xe cu çã o  de n o s sa s  t a r e f a s ?  
Q ua is?  Como, em sua  o p i n i ã o ,  e l a s  p o d e r ia m  t e r  s i d o  e v i t a d a s ?
8 .  0 que g o s t a r i a  que t i v é s s e m o s  i n c l u í d o s  em n o s sa s  se s sõ e s  p a ra  t o r n a r  
sua  c om un ica çã o  a in d a  m a is  e f i c i e n t e ?
9 .  F a lo  um pouco  s o b re  a q u e s tã o  da c o r r e ç ã o .  Sua o p i n i ã o  a r e s p e i t o  da  
f u n ç ã o , da c o r r e ç ã o .
10 . Você g o s t a r i a  de t e r  s i d o  c o r r i g i d o  d u r a n t e  suas f a l a ç õ e s ?  De que fo rm a?
11 . C o m p le te ,  se q u i s e r ,  com a lgum a  o b s e r v a ç ã o  que j u l g u e  im p o r t a n t e  e não  
m e n c io n a d a .
M u i t o  O b r ig a d a  p e l a  sua p a r t i c i p a ç ã o .
S tu d e n t  H.
1 .  S im , a g o ra  eu me s o l t o  m a is  p a r a  f a l a r ,  e com e s t a  e x p e r i ê n c i a  
a o b r ig a ç ã o  de c om un ic a çã o  c o n t r i b u i u  p a r a  e s t e  f a t o .
2 .  S im , p o rq u e  eu com ece i a d e s c o b r i r  que o i n g l ê s  não ê nenhum
m o n s t r o .
3 .  D e p o is  de t e r  a lgum  a p r e n d iz a d o  na  l í n g u a ,  f a l a r  e após e s c r e ­
v e r  s o b re  a lgum a  c o i s a ,  c l a r o  que quando a p e sso a  e r r a r  e l a  deve  s e r  c o r r ^  
g i d a .
4 .  A â n s ia  de t e r  de me c o m u n ic a r .
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5 .  S im , p o rq u e  há  uma t r o c a  de i n f o rm a ç õ e s .
6 .  A o p o r t u n id a d e  de a um en ta r  meu v o c a b u l á r i o .
7 .  S im , a f a l t a  de v o c a b u l á r i o ,  com a t r o c a  de i d é i a  e o aumen to  do  
v o c a b u l á r i o  a t r a v é s  de t e x t o s ,  e t c .
8 .  Um pouco  de e s c r i t a .
9 .  A c o r r e ç ã o  deve s e r  f e i t a  de m a n e i r a  a não i n i b i r  o a l u n o .
10 . S im , lo g o  após o meu e r r o .
S tu d e n t  A .
1 . N o t e i  que t i v e  p r o g r e s s o s  após as se ssõ e s  p r i n c i p a lm e n t e  na  f l u ­
ê n c i a  p a r a  se c o m u n ic a r ,  d e v id o  a n e c e s s id a d e  que t ín h a m o s  p a r a  f a l a r .  P a ra  
ap rende rm os  a l í n g u a  c r e i o  n e c e s s i t a m o s  b a s t a n t e  c o n v e rs a ç ã o  s o b re  a s s u n to s  
que se jam  de i n t e r e s s e  n o s so  e que venham a nos t r a z e r  m a io r  c o n h e c im e n to  so  
b r e  a l í n g u a  i n g l e s a .
N e c e s s i ta m o s  também de b a s t a n t e  e s c r i t a  como r e d a ç ã o  e t c .  e e x e r c í ­
c i o s .  Nas n o s sa s  se ssõe s  s e n t im o s  n e c e s s id a d e  de nos c o m u n ic a r  p o i s  temos que  
d e s c r e v e r  o que fazemos e também v e r  as d i f i c u l d a d e s  n o ssa s  e dos o u t r o s  e 
a s s im  a p re n do  m a is .  E s te s  a s p e c to s  fa zem  com que as a u la s  s e ja m  m e lh o r e s .D e n  
t r o  das d i f i c u l d a d e s ,  c r e i o  que me f a l t a  um pouco  m a is  de v o c a b u l á r i o  d e v id o  
ã f a l t a  de c o n v e r s a ç ã o .  A c o r r e ç ã o  deve  s e r  f e i t a  t a l v e z  no f i n a l  ou no d e ­
c o r r e r  das c o n v e rs a ç õ e s  dependendo  do e r r o  c o m e t id o .  P a ra  m e lh o r a r  as s e s ­
sões p o d e r ia m  s e r  i n c l u í d a s  m a is  p a r t e s  de e s c r i t a .  Se os e r r o s  c o m e t id o s  p o r  
mim fo s sem  g r a v e s ,  s e r i a  m e lh o r  uma c o r r e ç ã o  na h o r a  p a r a  que i s s o  não se  
a g ra v a s s e .  Como uma c o n c lu s ã o  s e r i a  bom d i z e r  que e s t e  t i p o  de a u la  f a z  com que  
ap rendamos m e lh o r  e tenham os m a is  f l u ê n c i a  p a r a  f a l a r  d e v id o  a  g ra n d e  q u a n t i  
dade de c o n v e r s a ç ã o .
S tu d e n t  R.
1 .  De c e r t a  fo rm a  s im ,  a p e s a r  de t e r  e s q u e c id o  um pouco  a g r a m á t i c a  
eu d e s e n v o l v i  um pouco  da m in h a  c o n v e r s a ç ã o ,  que p a r t i c u l a r m e n t e  é o m e lh o r  
m e io  p a ra  se com eça r  a f a l a r  e e s c r e v e r  numa l í n g u a .
Não d i g o  que me s e n t i  m a is  c o n f i a n t e  com o d e s e n r o l a r  das s e s s õ e s ,  
mas m u i t a s  d ú v id a s  e pequenos r e c e i o s  fo r a m  sanados  a t r a v é s  da l i b e r d a d e  de 
e r r a r  sem s e r  c o n t r a r i a d o  lo g o  a p ó s .
J u lg o  que o m e lh o r  m e io  de a p r e n d e r  umá l í n g u a  é a t r a v é s  da n e c e s s i  
dade c o n t í n u a  e p e rm anen te  de se c o m u n ic a r .
Eu não me m o t i v e i  m u i t o  a f a l a r  p o r  r e c e i o  e medo, mas a c r e d i t o  que  
com o tempo me m o t i v a r i a ,  p o is  o t r a b a l h o  com um g ru p o  pequeno  e l e v a  o n í v e l  
e quando a ju s t a d o s  os a lu n o s  num mesmo n í v e l  a a u la  f i c a  menos m a ç a n te .
0 que m a is  g o s t e i  f o i  de t e r  de c o n t a r  a lg o  um e s f o r ç o  p a r a  e n con ­
t r a r ,  a c h a r  m e io s  de me e x p r im i r ,  t e n t a r  s a n a r  as d i f i c u l d a d e s  l i n g ü í s t i c a s .
Acho que a c o n v e rs a ç ã o  s o b re  q u a lq u e r  a s s u n to  não deve f a l t a r  em 
t o d a s  as s e s s õ e s ,  p o is  a base  de uma l í n g u a  é a f a l a  e não a e s c r i t a .  0 me-
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d o ,  o r e c e i o ,  a d ú v id a  e m i l  e um p ro b le m a s  são t i r a d o s ,  c a u sando  o aumen to  
de s e g u ra n ç a  e c o n f i a n ç a  de quem f a l a  uma l í n g u a .  A r e p r e s s ã o  é o p i o r  cam i  
nho p a r a  se o b t e r  a lgum a  c o i s a .
Não há  de q u e !
S tu d e n t  P.
1 . S im , acho que em cada  a u la  eu a p r e n d i  c o i s a s  novas  p a l a v r a s ,  ex  
p re s s õ e s  e m a n e i r a  de f a l a r  f l u e n t e m e n t e .
2 .  Sempre g o s t e i  de f a l a r  i n g l ê s  p o r  i s s o  não t i v e  p ro b le m a s  de 
i n i b i ç ã o  p a r a  "m e te r  a c a r a "  e f a l a r  i n g l ê s .  A g o ra  acho  que a m ed id a  que as  
a u la s  avançavam  a g e n te  í a  se d e s i n i b i n d o ,  le m b ra n do  de te rm o s  j á  a p r e n d i  
dos e a p re n dendo  o u t r o s ;  a g e n te  f o i  f i c a n d o  m a is  c o n f i a n t e  p o rq u e  cada  au ­
l a  e r a  uma e x p e r i ê n c i a  n o va  a am izade  aum en ta va  e os temas e ram  amenos e n £  
v o s .
3 .  Acho que a p re n d e r  l í n g u a s  só é v á l i d o  na m ed id a  que e l a  nos a j u  
da a c r e s c e r  um p o u c o .  Eu só a p re n d o  a lgum a  c o i s a  quando  é f e i t a  sem o p r e £  
são de uma fo rm a  d i v e r t i d a .  É c l a r o  que é v á l i d o  e p r e c i s o  a p r e n d e r  g ram á t i^  
ca  e e s t r u t u r a s  mas a c im a  de t u d o  d e v e r i a  s e r  não um " e n t u p im e n t o "  de conhe^ 
c im e n t o s ,  mas s im  uma t r o c a  m ú tua  e c o n s t a n t e  de e x p e r i ê n c i a .  Quan to  a e s ­
c r i t a  d e v e r i a  s e r  com i d é i a s  no vas  a t r a v é s  de r e d a ç õ e s ,  p o e s i a s ,  c a r t a s ,  en  
f i m  c o i s a s  que em dado  momento eu v o u  u t i l i z a r  na  m in h a  v i d a .  Pode a i n d a  e -  
- x i s t i r  m ú s ic a  e t e a t r o .
4 .  Acho que fo ra m  os temas p r á t i c o s ,  as a u la s  amenas e v a r i a d a s  
a n e c e s s id a d e  de f a l a r  e se c o m u n ic a r .
5 .  Acho que s im  p o rq u e  a s s im  a g e n te  se c o m u n ic a ,  são  c abeças  d i f £  
r e n t e s  t r o c a n d o  in fo rm a ç õ e s  c o n s ta n te m e n te .
6 .  Eu g o s t e i  das ú l t im a s  se ssõe s  que e x ig ia m  f a l a r  m a is  f l u e n t e m e n  
t e  e e r a  p r e c i s o  que se t r a n s m i t i s s e  a q u a lq u e r  c u s t o  a mensagem, i s s o  me 
a ju d o u  m u i t o  ( a q u e la  b r i n c a d e i r a  de p r e e n c h e r  o b l o q u i n h o  p o r  e x e m p lo ) .
7 .  F o i  na h o r a  de me c o m u n ic a r  e c e r t a s  d e s ig u a ld a d e s  em conhec i^  
m ento  dos a lu n o s  mas acho que i s s o  s e r i a  sanado  com uma base  m a is  f o r t e  e 
e f i c i e n t e .
S tu d e n t  S.
1 . Não , t a l v e z  p o r  r e t r a im e n t o  de m inh a  p a r t e ,  medo de e r r a r ,  embo^ 
r a  to d o s  te nham  c o m e t id o  a lg u n s  e r r o s .
2 .  Não , t a l v e z  te n h a  o b t i d o  a lg um  p r o g r e s s o ,  p o r  m ín im o  que s e j a ,  
mas pp^r r e t r a im e n t o ,  como j á  c i t e i  a c im a ,  não n o t e i  f a c i l i d a d e  p a ra  c o m u n i ­
c a ç ã o .
3 .  A u la s  t e ó r i c a s ,  a p re n d endo  a g r a m á t i c a ,  r e s p o n d e nd o  p e r g u n tá s  , 
c o p ia n d o  m ode lo s  e penso  que o p r i n c i p a l  na  a u la  t e ó r i c a  s e r i a  c r i a r  h i s ­
t ó r i a s ,  mexendo na  " g a v e t i n h a "  que há  d e n t r o  da c abeça  de cada  um de n ó s ,  
t i r a n d o  de l á  c o i s a s  a p r e n d id a s  em o u t r a s  s é r i e s .  Acho que s e r i a  m u i t o  v á l i  
do i n t e r c a l a r  a u la s  com d i á l o g o s  e n t r e  os a l u n o s ,  e n t r e  as a u la s  t e ó r i c a s  , 
p o is  a lém  de c o n h e c e r  as p a l a v r a s ,  a g r a m á t i c a  da l í n g u a  i n g l e s a ,  p o r  exem­
p l o  a p r e n d e r i a  também a d i a l o g a r  com a lguém  quando f o s s e  n e c e s s á r i o .
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4 .  Pouco c o n h e c im e n to  do v o c a b u l á r i o  da l í n g u a  i n g l e s a .
5 .  S im . Po rque  de um j e i t o  ou de o u t r o ,  um c o r r i g e  o o u t r o  de a lg u  
ma m a n e i r a ,  o u v in d o  o o u t r o  f a l a r ,  a p re nde  p a la v r a s  n o v a s .
6 .  G o s t e i  de t o d o s ,  p o is  acho  que o e s s e n c i a l  em um d i á l o g o  de  
l í n g u a  i n g l e s a  é a t i v a r  a m em ó r ia  do a l u n o .  A s s im ,  t o d a s  as a t i v i d a d e s  f e i ­
t a s  acho que a t i v a r a m  m u i t o  a m em ó r ia  do a l u n o ,  o b r i g a n d o - o  a v o l t a r  aos  
anos p a ssados  em que f o i  e s tu d a d a  a l í n g u a  i n g l e s a .
7 .  S im . Um pouco  de d i f i c u l d a d e  em cada  e xe cu ção  das t a r e f a s .  Pen­
so que e l a s  s e r ia m  e v i t a d a s  se e n t r e  as a u la s  t e ó r i c a s  t i v e s s e  a u la s  com  
d i á l o g o ,  se eu t i v e s s e  m a is  c o n h e c im e n to  do v o c a b u l á r i o  p r i n c i p a lm e n t e .
8 .  Acho que e s t a v a  t u d o  bem.
9 .  Acho m u i t o  v á l i d a .  Penso que deve  s e r  f e i t a  no f i n a l  da a u l a ,  
ab ra ngendo  to d o s  os e r r o s  c o m e t i d o s ,  sem m e n c io n a r  o a lu n o  que: o c om e te u .
10 . S im . No f i n a l  da a u la  sem m e n c io n a r  o nome.
S tu d e n t  T a .
OBSERVAÇÃO:
A c h e i  b a s t a n t e  v á l i d a s  e s t a s  a u l a s ,  p o is  f o i  um t i p o  d i f e r e n t e  de 
a p re n d e r  i n g l ê s .  Nós con segu im os  com e s ta s  se ssõe s  nos  s o l t a r  m a is ,  i s t o  é 
f a l a r  i n g l ê s ,  sem a q u e le  modo de e r r a rm o s .
1 .  A g o ra ,  q u a n to  a um p r o g r e s s o  no meu a p r e n d iz a d o ,  eu p e r c e b i  p r i n  
c i p a lm e n t e  com r e la ç ã o  a e s t r u t u r a  das f r a s e s ,  em bora  meu v o c a b u l á r i o  tam ­
bém te n h a  p r o g r e d i d o .  I
2 .  E n t r e  as p r im e i r a s  e as ú l t im a s  se s sõ e s  n o t e i  b a s t a n t e  a m inh a  
m a io r  p a r t i c i p a ç ã o  ou m e lh o r ,  a cada  se ssão  eu to r n a v a -m e  m a is  c o n f i a n t e  
em r e la ç ã o  ao i n g l ê s .
3 .  E x is t e m  v á r i o s  t i p o s  de a p r e n d iz a d o s ,  uns que s u r te m  m a is  e f e i ­
t o  que o u t r o s ,  como p o r  e xem p lo  e s t e  que f i z e m o s  p a r t e  ou mesmo a q u e le s  
em que recebemos um t e x t o  e deba tem os s o b re  e l e .
4 .  Um f a t o  que me m o t i v o u  p a r a  s e n t i r - m e  a v o n ta d e  nas a u la s  f o i  
a e s p o n ta n e id a d e  de t o d o s ,  a s s im  como da p r o f e s s o r a  que nos d e ix o u  sem m u i ­
t a s  c o r r e ç õ e s  no m e io  das s e s s õ e s .
5 .  A a p re n d iz a g e m  em g ru p o  como f o i  f e i t a  a q u i ,  nos l e v a  a a p r e ^  
d e r  m a is ,  ou quem sabe a g r a v a r  m a is  a q u i l o  que a p rendem os . Sempre que não  
sab íam os a lgum a  c o i s a ,  a n te s  de p e rg u n ta rm o s  a p r o f e s s o r a ,  te n tá v a m o s  s a ­
n a r  as d i f i c u l d a d e s  e n t r e  n ó s .
6 .  G o s te i  m a is  do a s p e c to  l i b e r d a d e ,  i s t o  é ,  t o d o s  pod íam os deba  
t e r  sem a q u e la  in s e g u r a n ç a  com r e la ç ã o  aos n o s so s  e r r o s .
7 .  Âs ve ze s  com r e la ç ã o  ao v o c a b u l á r i o ,  mas em g ru p o  con segu im os  
s a n á - l o  ou mesmo com r e la ç ã o  a e s t r u t u r a  das f r a s e s  e que no f i n a l  das s e s ­
sões e ram  c o r r i g i d o s .
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8 .  O u t ro s  t i p o s  de a s s u n to s  como p o r  e xem p lo  os a s s u n to s  do c o t i d Í £  
no que p o de r íam o s  d e b a t e r  em a u la .
9 .  A c o r r e ç ã o  s e i  que I  m u i t o  im p o r t a n t e  p r i n c i p a lm e n t e  p a r a  nós  
que es tam os a p re n dendo  uma l í n g u a  d i f e r e n t e  d a q u e la  que es tam os  a co s tum ados  
a f a l a r .  Mas em m e io  a uma c o n v e r s a  ou d e b a te  a c o r r e ç ã o  é b a s t a n t e  d e cepc io ^  
n a n t e ,  p o is  após a mesma nós f i c a m o s  m a is  r e t r a í d o s .
10 . D u ra n te  os n o sso s  d e b a te s  ou c o n v e rs a s  te n h o  de c o n f e s s a r  que  
r e a lm e n te  não g o s t a r i a  de t e r  s i d o  c o r r i g i d a ,  p o i s  me r e t r a i r i a .  A g o ra  no  
f i n a l  como f i z e m o s  é b a s t a n t e  v á l i d o .
